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Abstract 
Despite the fact that research shows that access to supportive adults within the school 
is consistently associated with better outcomes for LGBTQ students (McGuire, Anderson, 
Toomey, & Russell, 2010; Kosciw et al., 2018), most teachers do not receive significant 
training—either preservice or post-certification—about some diversity issues, including 
gender and sexual orientation (Jennings, 2005). Consequently, many educators lack 
knowledge about transgender individuals, their needs, experiences, and the unique challenges 
they face. This survey study explored teachers’ perspectives about working with transgender 
and gender-variant children and adolescents. A total of 76 teachers in the Greater 
Philadelphia Metropolitan Area, serving students in public and private K-12 schools, 
completed a survey that examined how perceptions of school inclusivity, teacher training, 
and previous experience with transgender and gender-variant individuals was related to 
teacher knowledge about, attitudes toward, and perceptions of confidence for working with 
gender-minority students.  For the first research question, analysis of the data indicated a 
weak, positive correlation between school inclusivity and teacher knowledge as well as a 
moderate, positive correlation between school inclusivity and perceived levels of competence 
in educators. To address the second research question, a series of one-way ANOVAs showed 
that although the knowledge, attitude, and perceived competence levels of teachers all 
increased with additional training, the differences between training groups was not 
significant. For the third research question, a series of independent t-tests showed that 
increases in experience were associated with increased levels of perceived competence in 
teachers working with gender minority youth.  
Keywords: transgender, gender-variant, gender non-conforming, gender minority 
youth, LGBTQ, teacher knowledge, teacher attitudes, perceived competence of teachers 
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“No significant learning occurs without a significant relationship.” 
– Dr. James Comer 
 
 
 
 
“There is no greater agony than bearing an untold story inside you.” 
 
– Maya Angelou 
 
 
 
 
 
 
 
Chapter 1: Introduction 
For many sexual minority and transgender students, schools are hostile 
environments (Kosciw, Greytak, Zongrone, Clark, & Truong, 2018). Nearly 60% of the 
23,001 middle and high school students who completed the most recent National School 
Climate Survey conducted by the Gay and Lesbian Student Education Network (GLSEN) 
reported feeling unsafe at school because of their sexual orientation, and almost 45% of 
the students in the study reported feeling unsafe at school because of their gender 
expression. Results of the 2017 GLSEN survey also show that the majority of LGBT 
students are frequently exposed to negative remarks about their gender expression. An 
earlier study by Greytak, Kosciw, and Diaz (2009) showed that almost 90% of 
transgender students reported hearing negative remarks about their gender expression by 
fellow students, and almost 40% of transgender respondents reported hearing negative 
remarks about their gender expression by school personnel. Finally, results of the GLSEN 
survey further show that transgender students are more likely to experience verbal 
harassment, physical harassment, and poorer measures of academic achievement (e.g., 
lower rates of attendance, lower GPAs, and lower rates of post-secondary training or 
education) than heterosexual and cisgender peers (Kosciw et. al, 2018). 
Gender-variant individuals are at risk for developing a variety of social and 
emotional problems, including: high levels of stigmatization, discrimination, negative 
self-concept, as well as higher levels of anxiety, depression, PTSD, substance use, and 
increased rates of suicidal ideation and behavior (Mizock, Mougianis, & Meier, 2011). 
Generally speaking, sexual minorities are 2-4 times more likely than heterosexual peers 
to consider and attempt suicide (Suicide Prevention Resource Center, 2008). Transgender 
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individuals appear to be even more vulnerable than other lesbian, gay, and bisexual 
individuals. In one study of transgender youth, researchers found that over one-half of the 
participants had contemplated suicide, and almost one-fourth of the sample reported at 
least one previous suicide attempt directly related to their gender identity (Grossman & 
D’Aguelli, 2007). 
To date, the body of research examining protective factors for transgender 
individuals and other sexual minorities has been rather limited. The US Institute of 
Medicine (2011) asserted that an exploration of protective factors for this population 
should focus on multiple levels including the “individual level, interactional levels (e.g., 
family, school, or peers), and the broader systems level.” Ryan, Russell, Huebner, Diaz, 
and Sanchez (2010) studied the effects of family acceptance of sexual orientation and 
gender expression in the lives of more than 240 lesbian, gay, bisexual, and transgender 
adolescents, approximately 10% of whom identified as transgender. Generally speaking, 
family acceptance predicted higher levels of self-esteem and better overall health for all 
youth. However, transgender participants in the study reported lower levels of social 
support and general health than lesbian, gay, and bisexual participants in the study. Ryan 
et al. asserted that transgender individuals would benefit from early intervention from 
school personnel to strengthen family relationships. Other protective factors at the school 
level, identified by Kosciw et al. (2018), included the presence of Gay-Straight Alliances 
within schools, inclusive curricula, LGBTQ-inclusive sex education, comprehensive anti-
bullying policies, and access to supportive staff members within the school setting. 
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Statement of the Problem 
Despite the fact that access to supportive adults within the school setting has 
consistently been associated with better outcomes for LGBTQ students (McGuire, 
Anderson, Toomey, & Russell, 2010; Kosciw et al., 2018), research shows that most 
individuals in teacher preparation programs do not receive significant training in or 
exposure to some diversity issues, including gender and sexual orientation (Jennings, 
2005). Consequently, many educators may lack knowledge about sexual minority and 
transgender individuals, their needs, and the unique challenges they face. 
Purpose of Study 
The purpose of the current survey study is to examine the knowledge, attitudes, 
and perceived levels of competence in educators working with transgender children and 
adolescents.  Of particular interest is understanding how perceptions of school- or 
district-wide policies and practices that support transgender and gender-variant youth 
affect teacher attitudes toward gender minority students as well as how training and 
professional development prepares educators to effectively support and advocate for 
children and adolescents of diverse gender identities.  
The primary research questions addressed in this survey study are:   
1. Based on teacher report, what kinds of policies and practices are 
schools implementing to support transgender and gender-variant 
students? 
a. How do school policies and climates supporting sexual 
minority students (LGBTQ), in general, impact teachers’ 
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knowledge of, attitude towards, and perceived competence for 
working with transgender and gender-variant students? 
b. How do school policies and climates supporting gender 
minority students, specifically, relate to teachers’ knowledge 
of, attitude towards, and perceived competence for working 
with transgender and gender-variant students? 
2. How does training relate to teachers’ knowledge about, attitude 
towards, and perceived competence for working with transgender and 
gender-variant students? 
3. How does experience with gender minorities relate to teachers’ 
knowledge about, attitude towards, and perceived competence for 
working with transgender and gender-variant students? 
Basic Terminology 
 Language is constantly evolving and adapting to the needs of users. A wide 
variety of terminology has historically been used, both in everyday conversation and 
academic discourse, to describe transgender individuals and their experiences. 
Comprehensive lists of commonly-used terms and phrases, as well as considerations 
associated with terminology, are readily available via the internet. One advantage of 
glossaries such as these is that terminology is defined, and redefined, by members of the 
transgender community themselves. Online glossaries can also be easily updated to 
reflect changes in usage within the community. A list of commonly-used terms from 
transgender-related research follows: 
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 Transgender or Trans:  An umbrella term for individuals whose gender identity 
persistently differs from their sex assigned at birth. (Trans Student Educational 
Resources, 2017; Wyss, 2004). 
 Bisexual: An individual who has the capacity for attraction—sexually, 
romantically, emotionally, or otherwise—to people of with the same or different 
gender and/or gender identity as themselves. Sometimes referred to as bi or bi+ 
(PFLAG, 2017). 
 Cisgender or Cis:  Individuals whose gender identity corresponds to or matches 
their sex assigned at birth (Trans Student Educational Resources, 2017). 
 FTM: Transmen, or individuals whose sex assigned at birth is female and who 
identify as men or boys (Grossman, D’Augelli, & Frank, 2011) 
 Gay-Straight Alliance (GSA): GSAs are student-led, school-based clubs that work 
to improve school climate for all students, regardless of sexual orientation and/or 
gender identity, and their straight allies. (Toomey, Ryan, Diaz, & Russell, 2011; 
GLSEN, 2017). 
 Gender or Gender Identity: An individual’s deeply-felt internal sense, or 
experience, of being a man, a woman, neither gender, both genders, or (an)other 
gender(s). (Trans Student Educational Resources, 2017; Wyss, 2004; American 
Psychological Association, 2015). 
 Gender-Affirming Surgery: Surgical procedures that allow transgender individuals 
to more closely align their physical bodies with their gender identity. Sometimes 
referred to as sexual reassignment surgery (or SRS), gender alignment or gender 
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or genital reconstruction surgery. It is important to note that not all transgender 
individuals wish, or have the resources, to pursue surgery (PFLAG, 2017).  
 Gender Binary: The juxtaposition of two opposite constructs of gender (e.g., 
man/woman); closely aligned with the idea that sex determines gender (Wyss, 
2004). 
 Gender Continuum: Rather than the social construct of only two genders, the idea 
of a gender continuum implies that there are many different possible gender 
identities, ranging from hyper-masculine to hyper-feminine (Grossman, 
D’Augelli, and Frank, 2011). 
 Gender Expression: The external presentation of an individual’s gender identity. 
Gender expression includes things such as behavior, speech and/or vocal patterns, 
mannerisms, hairstyle, use of make-up, clothing, etc. Gender expression may not 
necessarily align with gender identity. (American Psychological Association, 
2015; Trans Student Educational Resources, 2017; Wyss, 2004). 
 Gender Roles: Behavior, activities, and attributes learned through social norms, 
and associated with or considered appropriate for a given gender (APA, 2014). 
 Gender Expansive/Gender-variant/Gender Non-Conforming: Broad terms 
representing individuals whose gender expression does not “match” or conform to 
traditional expectations for their assigned sex. Similar concepts are expressed by 
terms such as Gender Diverse, Differently Gendered, Gender Creative, 
Genderqueer, Nonbinary, Agender, Gender Fluid, Gender Neutral, and 
Androgynous (Wyss, 2004, PFLAG, 2017). 
TEACHER PERSPECTIVES ON TRANSGENGER YOUTH 7 
 
 Genderqueer: The term genderqueer refers to individuals whose gender identify 
falls outside the gender binary (American Psychological Association, 2015) as 
well as individuals who self-identify as such (Wyss, 2004).  
 Intersex: A term that describes individuals born with ambiguous genitalia or 
bodies that appear neither typically male nor female (PFLAG, 2017).  
 LGBTQ, GLBTQ, LGBT, LGB, etc.: Umbrella terms used to describe the Lesbian, 
Gay, Bisexual, Transgender, and Queer and/or Questioning community. The full 
acronym, LGBTQIAA, refers to individuals who identify as Lesbian, Gay, 
Bisexual, Transgender, Queer and/or Questioning, Intersex, Asexual, and Allies. 
(PFLAG, 2017). For the purposes of this study, LGBTQ will be used throughout, 
unless referring to previous research which utilized a different acronym (e.g., 
LGB = Lesbian, Gay, and Bisexual; LGBT = Lesbian, Gay, Bisexual and 
Transgender).  
 MTF: Transwomen, or individuals whose sex assigned at birth is male and who 
identify as women or girls (Grossman, D’Augelli, and Frank, 2011). 
 Sex or Sex Assigned at Birth: The assignment and classification of people as male, 
female, intersex, or another sex assigned at birth, often based on physical 
anatomy. The phrase has replaced the term “biological sex” (Trans Student 
Educational Resources, 2017). 
 Sexually-Stereotypical Behavior: Behavior commonly associated with a given 
sex. 
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 Transexual: A term historically used to refer to individuals who pursued medical 
intervention including hormone therapy or gender-affirming surgeries (GAS) as 
part of their gender expression (PFLAG, 2017).  
 
  
TEACHER PERSPECTIVES ON TRANSGENGER YOUTH 9 
 
Chapter 2: Review of the Literature 
Prevalence 
 Although the exact number of transgender and gender-variant individuals in the 
country is difficult to determine, a recent analysis of data gathered from population-based 
surveys, conducted between 2007 and 2015, suggested that 390 adults per 100,000, or 
almost 1 million adults nation-wide, self-identify as transgender (Meerwijk & Sevelius, 
2017). Researchers in this study observed that the estimate might be more accurate for 
younger adults, which made up more than 50% of the respondents in the study.  
However, a recent report published by the Williams Institute on Sexual 
Orientation and Gender Identity Law and Public Policy, estimated that approximately 1.4 
million individuals, or nearly 0.6% of the population in the United States, identify as 
transgender (Flores, Herman, Gates, & Brown, 2016). Flores et al.’s estimate is based on 
an extrapolation of data from the CDC’s Behavioral Risk Factor Surveillance System. 
Analysis of data compiled by Flores et al. also indicated that younger adults were more 
likely to identify as transgender than older adults. Specifically, individuals between the 
ages of 18-24 were more likely to identify as transgender than either adults between the 
ages of 25-64 or adults over the age of 65. In addition to examining the distribution of 
transgender individuals by age, the Williams Institute’s report also examines the 
geographic distribution of transgender-identified individuals. Across the country, the 
largest population of transgender individuals, per capita, live in the District of Columbia 
where just over 2.77% of individuals surveyed identified as transgender. Transgender 
individuals in Washington D.C. outnumber estimates of transgender individuals in U.S. 
states by more than three times. Large numbers of transgender individuals also reside in 
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Hawaii (0.78% of the general population), California (0.76% of the general population), 
New Mexico, and Georgia (0.75% of the general population in each state).  
Despite relatively accurate estimates of the number of transgender adults in the 
U.S., it is difficult to estimate the prevalence of transgender and gender-variant youth for 
many reasons. Systematic research with children and adolescents is limited. There are 
also a number of potential issues commonly surrounding the disclosure of transgender 
status for individuals. According to the American Psychological Association (APA), the 
number of transgender youth is estimated to be 0.5% (Mizock, Mougianis, & Meier, 
2011). Specifically, between 5-12% of individuals identified as female at birth, and 
between 2-6% of individuals identified as male at birth, are gender-variant (Meier & 
Harris, n.d.; Mizock, Mougianis, & Meier, 2011). A recent publication by the Movement 
Advancement Project (MAP), in conjunction with GLSEN (formerly the Gay, Lesbian, & 
Straight Education Network) (2017), estimated that approximately 150,000 teens between 
the ages of 13-17 are transgender; however, it is important to note that this estimate does 
not include either children under the age of 12 or gender-variant individuals.  In January, 
2019, the CDC released a report, based on data collected in 2017, indicating that as many 
as 2% of high school aged students identify as transgender (Reynolds, 2019).  
Despite the fact that research suggests that the number of transgender youth is 
quite low, it is commonly accepted that the number of gender-variant youth, or youth 
whose gender expression does not conform to traditional expectations for their assigned 
sex, far outnumber transgender youth. Recent findings from an interview study conducted 
by the UCLA Center for Health Policy Research and the Williams Institute suggested that 
27% of the adolescents between the ages of 12-17, who reside in California, do not 
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conform to gender norms (Wilson, Choi, Herman, Becker & Conron, 2017). Specifically, 
researchers found that just over 6% of California adolescents could be described as 
highly gender nonconforming; almost 21% of the adolescents surveyed were described as 
androgynous. 
Transgender and gender-variant children frequently engage in play that is not 
typically expected for children of their sex, and many transgender youth begin engaging 
in such play at an early age. Although some researchers have asserted that children begin 
identifying their gender between the ages of 2-5 (Meier & Harris, n.d.), findings from 
other studies suggest that such awareness may not develop until later in childhood. In a 
small study of transgender youth between the ages of 15 to 21, Grossman and D’Augelli 
(2006) observed that trans individuals, on average, became aware that their gender 
identity and gender expression differed from their biological sex, at age 10, although ages 
of awareness ranged from 5 to 16. In another study using a convenience sample of 
transgender individuals between the ages of 15 and 21, recruited through a snowball 
sampling technique, Grossman, D’Augelli and Frank (2011) observed that all of the 
participants in the study reported feeling different from others while growing up. While 
the mean age of awareness of difference reported by participants was 8, the age of 
awareness appeared to differ based on the gender identity of participants in the study. 
Specifically, the mean age at which MTF individuals first considered themselves 
transgender was at age 13; the mean age at which FTM individuals in the study first 
considered themselves transgender was 15.  
Grossman, D’Augelli and Frank’s work (2011) is significant because these 
researchers sought to examine the relationship between gender development and stressful 
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life experiences related to the gender identity and gender expression of a group of 
transgender adolescents as well as the way negative life experiences impact 
psychological resilience. Given the young age at which gender identity develops, parents 
and caregivers may be the first individuals to recognize behaviors in their children that do 
not conform to traditional gender roles or gender expression. In light of traditionally held 
beliefs about the binary nature of sex and gender, it is not surprising that many of the 
youths in the study experienced multiple negative reactions from parents. An 
overwhelming majority of the participants in the study reported a pattern of name calling 
on the part of their parents. Specifically, almost all of the FTM participants were called a 
“tomboy,” and 80% of the MTF participants were called a “sissy,” by their parents. 
Transgender youth in the study also described receiving messages from their parents that 
implied that the way in which they expressed their gender identity was unacceptable. 
Two-thirds of the FTM youths reportedly were told to stop acting like a tomboy, and 
three-quarters of the MTF youths were told to stop acting like a sissy.  
Generally speaking, higher rates of gender-nonconformity for individuals in the 
study resulted in earlier ages of disclosure or questioning about gender identity 
(Grossman, D’Augelli & Frank, 2011). The mean age at which MTF individuals 
disclosed their transgender identity to someone else was age 14; the mean age for 
disclosure of transgender identity for FTM individuals was 17. Parents of the individuals 
in the study suggested that their child needed counseling well in advance of the initial 
disclosure of their gender identity. For FTM individuals, counseling was suggested an 
average of 2 years before they first disclosed their trans status; for MTF youth, parents 
pursued counseling an average of 3 years before their child disclosed their trans status.  
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Researchers also noted that higher rates of gender-nonconformity were associated 
with higher rates of both verbal and physical abuse by parents (Grossman, D’Augelli & 
Frank, 2011). More than half of the participants in the study described the initial reactions 
of their parents to their transgender identity negatively. Specifically, the initial reactions 
of mothers was described by participants as “negative” or “very negative” almost 55% of 
the time, and the initial reactions of fathers were described as “negative” or “very 
negative” nearly 63% of the time. Negative initial perceptions about the transgender 
identity of their children also proved to be quite persistent. At the time of the study, 
almost three years from the average age of disclosure, 50% of the participants continued 
to describe the reactions of their mothers as “negative” or “very negative” and just over 
44% of the participants in the study described the reactions of their fathers as “negative” 
or “very negative.” 
The Experiences of Sexual and Gender Minority Students in Schools 
In 1999, GLSEN conducted the first National School Climate Survey, which 
examined the school experiences of sexual minority students. Since 1999, the survey has 
been conducted biennially. In 2017, more than 20,000 students between the ages of 13-21 
and representing more than 3000 school districts in all 50 states, completed the second 
online version of the survey. Although the survey included students in grades 6-12, the 
largest number of students was enrolled in 10
th
-12
th
 grades. The National School Climate 
Survey remains one of the most widely-cited bodies of research exploring the 
experiences, educational outcomes, and psychological well-being of sexual and gender 
minority middle and high schools students in U.S. schools. Results dating back nearly 
twenty years provide valuable information about how schools—and by extension, 
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society—have changed over time. Despite the apparent growing acceptance of the 
LGBTQ community in society, as reflected both in television and media and depicted by 
the results of the most recent survey, findings from the most recent survey suggest that 
schools remain hostile environments for many sexual- and gender-minority students. 
School Safety. Analysis of responses to survey items measuring perceptions of 
school safety indicated that many LGBTQ students do not feel safe at school. 
Specifically, 59.5% of students surveyed felt unsafe at school because of their sexual 
orientation (e.g., an individual’s emotional, romantic, or sexual feelings toward other 
people) and 44.6% of respondents reported feeling unsafe at school because of their 
gender expression (e.g., external expression of their internal gender identity).  When the 
responses of transgender students were considered in isolation, results of the 2015 survey 
showed that 75% of transgender students felt unsafe at school because of their gender 
expression (Kosciw et al. 2016). Generally speaking, transgender and genderqueer-
identified students experienced more hostile school environments than cisgender LGB 
students. 
School-Based Harassment and Assault. In comparison with data collected in 
previous years, Kosciw et al. (2016) found a decrease in the rates of verbal and physical 
harassment associated with both sexual orientation and gender expression. However, in 
the 2017 survey, a slight increase was noted. Specifically, a large majority of LGBTQ 
students (just over 87%) continue to experience various forms of harassment in school. In 
the most recent study, more than 70% of students surveyed reported experiencing verbal 
harassment at school that was attributed to their sexual orientation, and just over 59% of 
respondents attributed verbal harassment to their gender expression. Similar trends were 
TEACHER PERSPECTIVES ON TRANSGENGER YOUTH 15 
 
observed by Grossman et al. (2009). In a small qualitative analysis of the experiences of 
LGBT youth between the ages of 15-19, participants across five separate focus groups 
described frequent incidences of negative attention based on either sexual orientation 
and/or gender expression. Negative attention, for the participants in the study, primarily 
took the form of name calling, hate speech, insults and other forms of verbal harassment.   
Just over 57% of students in the most recent GLSEN study (Kosciw et al., 2018) 
reported experiencing sexual harassment, including unwanted touching and/or sexual 
remarks, at school. Almost half (nearly 49%) of respondents reported that they 
experienced electronic forms of harassment, or cyberbullying, over the past year. Reports 
of physical harassment were also common. Nearly 30% of the students surveyed reported 
that they were pushed or shoved by peers or experienced other forms of physical 
harassment; nearly one-quarter (24.4%) of respondents indicated that they had 
experienced physical harassment as a result of their gender expression. With respect to 
the experience of various forms of physical assault (e.g., being punched, being kicked, or 
being injured with a weapon), 12.4% of students reported that they had been physically 
assaulted based on their sexual orientation; 11.2% of students reported physical assaults 
because of their gender expression. Of those, just over 6% reported that this type of 
harassment occurred frequently or often. 
Elevated rates of victimization among LGBTQ individuals based on gender 
expression and gender identity have also been observed by other researchers. In a study 
of the experiences of transgender youth conducted by Grossman, D’Augelli and Frank 
(2011), 87% of MTF and 71% of FTM youth reported experiencing past verbal abuse, 
36% MTF and 17% FTM youth reported experiencing previous physical abuse, and 16% 
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of MTF youth reported experiencing past sexual abuse by peers. No incidents of sexual 
abuse by peers were reported by FTM youth. In another survey study of more than 2,500 
middle and high school students in California, responses from transgender students 
demonstrated that harassment based on gender identity is common, regardless of sexual 
orientation (McGuire, Anderson, Toomey & Russel, 2010).  
In a retrospective survey of 245 LBGT young adults living near San Francisco 
(Toomey, Ryan, Diaz, Card, & Russell, 2011), researchers found that the level of recalled 
victimization differed for individuals based on gender. Specifically, boys experienced 
higher levels of school victimization, based on LGBT status, than girls. Researchers 
further found that higher levels of gender nonconformity during adolescence were 
associated with higher rates of victimization.    
In a qualitative study exploring the experiences of 24 trans and genderqueer high 
school students, Wyss (2004) observed that 23 individuals (nearly 96%) reported 
experiencing some form of victimization in high school. Specifically, 11 (46%) 
respondents reported regularly experiencing physical assaults that included being shoved, 
pushed, smacked, punched, or kicked. Less frequently, subjects reported experiencing 
more serious forms of both physical assault, including being beaten by peers with a belt 
and being burned, and sexual assault, including rape.  
Of significant note is the fact that almost 56% of LGBTQ students surveyed by 
Kosciw et al. (2018) who reportedly experienced some sort of harassment at school did 
not report the incident to school staff. When incidents were reported, almost 60% of the 
students surveyed indicated that staff either did not respond to, or advised the student to 
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ignore, the incident. Likewise, LGBT youth in the Grossman et al. study (2009) did not 
report incidents.  
In 2009, Greytak, Kosciw, and Diaz published a report based on the specific 
experiences of 295 transgender students, as reported in the 2007 National School Climate 
Survey. Results of the study indicated that almost 90% of transgender students had been 
verbally harassed at school because of their sexual orientation or gender expression. Over 
50% of transgender students reported being physically harassed based on their sexual 
orientation or gender expression, and more than 25% of transgender students had been 
physically assaulted for their sexual orientation or gender expression. More than half of 
the transgender students who participated in the survey never reported their experiences 
to school personnel. When reports of victimization were made, only one-third of the 
transgender students who participated in the survey believed that the situations were 
effectively addressed by school personnel.  
Using data from the 2007 National School Climate Survey, researchers compiled a 
sample of 5,420 LGBT students ranging in age from 13-21. They found that gender 
predicted the likelihood of victimization based on both sexual orientation and gender 
expression (Kosciw, Greytak, & Diaz, 2009). Transgender individuals were more likely 
to report being the targets of victimization than males. Female students were the least 
likely to report having experienced victimization. Age also appeared to be associated 
with victimization and researchers noted that older youth were less likely than younger 
youth to experience victimization. Another important predictor of victimization identified 
through the study was that of location. Victimization was found to be more common in 
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rural areas than in suburban areas. Victimization was least likely to be reported by 
individuals living in urban areas.  
Anti-LGBT Remarks at School. Kosciw et al. (2018) found that 98.5% of all 
students surveyed reported that they heard the word “gay” used in a negative way; 70% 
of students reported that they observed this behavior frequently or often, and nearly 92% 
described feeling distressed by the language. Over 95% of LGBTQ students heard other 
homophobic language (e.g., “faggot” or “dyke”); of those students, just over 60% 
reported hearing homophobic language used frequently or often. Although frequency 
reports for this type of language had been declining from 2001 to 2015, the numbers 
increased slightly during the 2017 study.  
The number of students who reported hearing negative remarks about gender 
expression, which had continued to increase since 2013, remained relatively stable 
(Kosciw et al., 2018). Almost 95% of LGBTQ students reported hearing negative 
remarks about gender expression, and almost two-thirds (62.2%) reported hearing 
negative remarks about gender expression frequently or often. Just over 87% of LGBTQ 
students surveyed reported hearing negative remarks about transgender individuals, and 
nearly 46% reported hearing these remarks frequently or often.  
In reflecting on the way that language is used by adults, rather than peers, at 
school, almost 57% of LGBTQ students reported hearing homophobic remarks from 
members of the faculty and other school staff. Just over 70% of the students surveyed 
reported hearing negative remarks about gender expression from school personnel 
(Kosciw et al., 2018). Results from the most recent survey continued to indicate that 
school personnel were less likely to intervene in the presence of homophobic remarks or 
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negative remarks about an individual’s gender expression. It is important to note that the 
prevalence of negative or homophobic remarks among school personnel is much higher 
in GLSEN’s study than in other studies measuring similar themes. For instance, in a 
previous study conducted by McGuire et al. (2010), 31% of transgender students reported 
hearing negative comments from school personnel though only 25% of transgender 
students in the study reported that teachers intervened in response to negative comments 
by peers. 
Discriminatory School Policies and Practices. Just over 62% of LGBTQ 
students reported experiencing or witnessing practices that discriminated against sexual-
minority students including being disciplined for public displays of affection that were 
not enforced with non-LGBTQ students (almost 31%) and being prevented from wearing 
clothes considered inappropriate based on a student’s legal sex (nearly 23%) (Kosciw et 
al., 2018). Between 13 and 17% of students surveyed reported that their school had: 
established prohibitions against writing or engaging in discussion about LGBTQ issues in 
class (just over 18%) or during extra-curricular activities (nearly 18%), prevented 
students from attending school functions with someone of the same sex (almost 12%), 
established restrictions against forming a GSA (almost 15%), and prohibited students 
from wearing clothing or items supporting LGBTQ causes (13%). Just over 11% percent 
of the students in the most recent study reported that they had been discouraged from 
participating in sports or athletic programs because they were LGBTQ, and 3.5% of 
students reported being disciplined for simply identifying as LGBTQ.  
Data gathered by Kosciw et al. (2018) identified several school policies that 
specifically targeted transgender students. Just over 42% of transgender students 
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surveyed reported that they had been prevented from using their preferred 
names/pronouns. Well over 40% of transgender students reported that they had been 
required to use school facilities, such as a restroom (nearly 47%) or locker room (almost 
44%), based on their legal sex rather than being allowed to use facilities that aligned with 
their gender identity. 
The Effects of a Hostile School Climate on Sexual and Gender Minority Students 
Absence and Avoidance. In the most recent National School Climate Survey 
(Kosciw et al., 2018), fears about safety at school caused large numbers of students 
victimized for their sexual orientation to miss at least one day of school in the month 
prior to the survey. Similar behaviors occurred in students who reported being victimized 
for their gender expression. For both groups of students, the absence rate was higher 
(over 60%) for students experiencing high levels of victimization than for students 
experiencing lower rates of victimization (roughly 23%).  Students typically reported 
avoiding school functions, not participating in extra-curricular activities, and avoiding 
gender-segregated areas of the school. 
In accordance with the pattern established earlier, transgender individuals appear 
to be at greater risk than cisgender individuals for elevated rates of absenteeism due to 
both concerns about safety and a desire to avoid individuals perceived as threats (Wyss, 
2004; Greytak et al., 2009). Further, the highest rates of absenteeism were associated 
with transgender students who experienced high levels of victimization (Greytak et al., 
2009). 
Effects on Academic Performance.  Historical results of the National School 
Climate Survey have consistently demonstrated that sexual and gender minority students 
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are at increased risk for poorer academic outcomes. Generally speaking, transgender 
students have lower GPAs and lower academic aspirations than cisgender students. 
Consistent with previously-established patterns, the lowest GPAs and educational goals 
were associated with transgender individuals experiencing high rates of victimization 
(Greytak et al., 2009). In the most recent National School Climate Survey, Kosciw et al. 
(2018) found that higher rates of victimization were also associated with poorer academic 
outcomes for students. For instance, students in the study earned grade point averages 
that were almost one-half a point lower than low-victimization peers and were almost 
twice as unlikely to plan to pursue higher education. Students in the study who 
experienced higher levels of victimization were also disciplined more frequently than 
peers who experienced lower rates of victimization. 
Mental Health and Emotional Well-Being. According to Kosciw et al. (2018), 
students who experienced high levels of victimization were more likely to experience 
lower levels of self-esteem and higher rates of depression than students who experienced 
lower levels of victimization due to either sexual orientation or gender expression.  
Transgender respondents in Wyss’ qualitative study (2004) also reported experiencing 
feelings of powerlessness, anxiety, depression, worthlessness, and suicidal ideation and 
behavior.  
Transgender students, on average, reported less connection or sense of belonging 
to the larger school community than cisgender students in the survey (Greytak et al. 
2009). Grossman et al. (2009) noted that participants across focus groups reportedly 
attempted to remove themselves from situations in which they felt unsafe and generally 
described a lack of connection or sense of belonging to the larger school community. A 
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2008 study of more than 13,000 middle and high school students in Dane County, 
Wisconsin also yielded evidence of poor outcomes for LGBTQ students. Of the sample, 
12,559 individuals identified as straight and 654 identified as LGBTQ.  Participants in 
the study who identified as LGBTQ were allowed to endorse multiple co-descriptions. 
Ninety individuals identified as Lesbian/Gay, 331 identified as bisexual, 72 individuals 
identified as transgender, and 217 individuals identified as questioning. Results of the 
study indicated that LGBTQ individuals experienced increased rates of cyber bullying, 
increased rates of absence, decreased sense of school belongingness, and increased rates 
of suicidal ideation and suicide attempts in the year before the study (Robinson & 
Espelage, 2011). When responses from the sample were further analyzed, researchers 
found that individuals who identified as bisexual or transgender were at increased risk, 
relative to lesbian/gay-identified students, for the negative outcomes outlined above. 
Further, with respect to increased rates of absence, and a decreased sense of belonging at 
school, negative outcomes were more pronounced in middle, rather than in high school.  
In a retrospective survey of 245 LBGT young adults living near San Francisco 
(Toomey, Ryan, Diaz, Card, and Russell, 2010), researchers found that the level of 
recalled victimization differed for individuals based on gender. Specifically, boys 
experienced higher levels of school victimization than girls. Researchers further found 
that higher levels of gender nonconformity during adolescence were associated with 
higher rates of victimization, and that experiences of school-based victimization were 
associated with higher levels of depression and lower rates of life satisfaction. 
In another study examining the long-term effects of victimization in a sample of 
528 LGB individuals, researchers found that nearly one-third of gender-atypical 
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individuals reported having experienced significant verbal pressure, emotional pressure, 
and/or punishment, by parents designed to discourage gender atypical behavior 
(D’Augelli, Grossman, & Stark, 2006). Gender atypicality was also associated with 
higher rates of victimization—both verbal and physical—and mental health difficulties. 
Consistent with findings in other aforementioned studies, gender atypical youth 
experienced victimization at earlier ages than their gender typical peers. Nearly 10% of 
the young people in the study met the formal diagnostic requirements for PTSD; 
symptoms of PTSD were more prevalent in gender atypical individuals than gender 
typical youth. Finally, individuals in the study who met the criteria for PTSD also 
experienced greater levels of victimization over the course of their lifetime.  
 The impact of high levels of victimization—due to sexual orientation, gender 
identity, and/or gender expression—during adolescence is often long lasting. In a survey 
of 245 LGBT young adults living in California, aged 21-25, Russell et al. (2011) found 
that females in the study typically reported lower rates of LGBT victimization than either 
males or transgender individuals. Generally speaking, higher rates of LGBT victimization 
during adolescence were associated with higher rates of both depression and suicidal 
ideation in young adults. Higher rates of LGBT victimization during adolescence were 
also associated with lower levels of life satisfaction, self-esteem, and social integration in 
young adults.  Finally, individuals who reported higher rates of LGBT victimization were 
more likely than individuals reporting moderate levels of victimization to have a lifetime 
history of both substance use/abuse and STD diagnoses, as well as recent risk factors for 
HIV infection. 
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 Effects of Discrimination. Data gathered during the 2017 National School 
Climate Survey indicated that students who had experienced LGBT-related 
discrimination were also more than three times as likely to have missed school, had lower 
GPAs, and were more likely to have been disciplined than their peers. Relative to peers, 
students who had experienced LGBT-related discrimination experienced lower self-
esteem, lower senses of school belonging, and higher levels of depression (Kosciw et al., 
2018).  
In a 2006 study of more than 1,000 adolescents attending Boston Public High 
Schools, researchers found that LGBT youth experienced higher levels of emotional 
distress, including higher rates of suicidal ideation, self-harm, and depressive symptoms 
than heterosexual, cisgender students in the study (Almeida, Johnson, Corliss, Molnar, & 
Azrael, 2009). Approximately one-third (33.7%) of the LGB students in the study 
reported higher levels of perceived discrimination, while only 4.3% of heterosexual youth 
reported perceived discrimination. Higher rates of perceived discrimination were also 
reported by transgender youths (18.8%) than by cisgender youths (4.3%). LGBT males 
were twice as likely as LGBT females to report discrimination. LGBT males were also 
significantly more likely to report depressive symptoms than straight, cisgender males. 
Finally, the rate of reported self-harm and suicidal ideation was almost four times higher 
for youth who reported a history of discrimination based on sexual minority status. 
Suicidal Behavior in Transgender Individuals 
Suicide is the second leading cause of death for children and adolescents between 
the ages of 10-24 (American Association of Suicidology, 2017). Numerous studies have 
established that LGBTQ youth are at increased risk of suicide when compared to 
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heterosexual youth (Garafalo et al., 1999; Robin et al., 2002; Eisenberg & Resnick, 2006; 
Silenzo, Pena, Duberstein, Cerel, & Knox, 2007).  
In 2015, results of the Youth Risk Behavior Surveillance (YRBS) study (Kann et 
al., 2016), which included a nation-wide sample of more than 15,700 public school 
students in grades 9–12 from 36 states and 19 large urban school districts, indicated that 
17.7% of all students surveyed had seriously considered suicide in the past 12 months. 
Just over 14.5% of students surveyed reported that they had developed a suicide plan. In 
the twelve months before the study, 8.6% of the students in the sample reported that they 
had attempted suicide one or more times, and just under 3% of those attempts resulted in 
treatment by a medical professional.  
When responses to the 2015 YRBS were analyzed by respondents’ sexual 
identity, Kann, et al. (2016) found the prevalence of suicidal ideation, planning, and 
suicidal behavior was higher for lesbian, gay and bisexual (LGB) students than for other 
students in the survey. Specifically, 42.8% of the students who reported serious thoughts 
about suicide identified as LGB. Almost 15% of the students reporting serious thoughts 
about suicide identified as heterosexual, and almost 33% described themselves as not 
sure of their sexual identity. Just over 38% of the students who reported making a suicide 
plan in the 12 months prior to the study identified as LGB, while 11.9% of the students 
who identified as heterosexual and 27.9% who described themselves as not sure of their 
identity reported making a suicide plan in the past year. Of the students who reported one 
or more suicide attempts in the previous 12 months, 29.4% identified as LGB, 13.7% 
described themselves as not sure of their sexual identity, and 6.4% identified as 
heterosexual. For the almost 3% of students, nationwide, who required medical treatment 
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for their suicide attempt, 9.4% identified as LGB, 4.7% were not sure of their sexual 
identity, and 2.0% identified as heterosexual.  
 Although the results of the YRBS do not specifically address the experiences of 
transgender youth, findings from the 2015 U.S. Transgender Survey suggest that suicidal 
ideation and behavior is a significant issue for trans individuals (James et al., 2016). This 
recent study examined the experiences of more than 27,700 individuals and across the 
transgender identity spectrum
1
 over the age of 18. Findings from the survey indicated that 
48% of respondents had serious thoughts of suicide in the 12 months leading up to the 
study, while 82% of respondents reported that they had serious thoughts about suicide 
over the course of their lifetime. Forty percent of respondents further indicated a previous 
suicide attempt over the course of their lifetime. Almost three-quarters (71%) of the 
individuals who attempted suicide reported more than one attempt, and almost half of 
those respondents (46%) reported three or more attempts. When asked about the age of 
their first suicide attempt, almost two-thirds of respondents indicated that their first 
attempt occurred prior to age 18. Specifically, 34% of respondents reported that they first 
attempted suicide prior to the age of 13, and 39% percent of respondents indicated that 
their first attempt occurred between the ages of 14 and 17. Twenty percent reported that 
their first attempt occurred between the ages of 18-24. Only 8 percent of respondents 
indicated that their first attempt occurred after the age of 25. 
 Results of the 2015 U.S. Transgender Study indicate that suicidal thoughts and 
behavior may be a larger problem than suggested by previous research. Although the way 
research participants were selected, and inclusion/exclusion criteria, for each study may 
                                                 
1
 Respondents from the survey included individuals who “identified as transgender, trans, genderqueer, 
non-binary, and other identities on the transgender identity spectrum” (p. 27). 
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account for some of the discrepancies in findings, it is also important to keep in mind that 
James et al.’s (2016) survey did not allow for a direct study of the experiences of 
transgender children and adolescents. Based on a study of more than 100,000 adolescents 
between the ages of 11-19, using data from the Profiles of Student Life: Attitudes and 
Behaviors survey, Toomey, Syvertsen and Shramko (2018) reported that between 30 and 
50% of transgender adolescents reported a lifetime history of suicidal behavior. 
According to researchers, transgender female-to-males and nonbinary adolescents 
reported the highest rates of such behaviors.  
 Similarly, in a small qualitative study of more than 50 transgender youth between 
the ages of 15-24, Grossman and D’Augelli (2007) found that 45% of youths reported a 
history of serious suicidal ideation. Twenty percent of youth in the study reported that 
their suicidal attempts occurred sometimes or often. One-half of the individuals in the 
study described their suicidal thoughts as related to their transgender identity. Just over 
one-quarter (26%) of the transgender individuals in the study reported a history of 
attempted suicide. Of the individuals who attempted suicide, 71% reported one attempt, 
and 29% reported two or more attempts. Approximately half of the individuals reporting 
a history of suicidal behavior indicated that the behaviors first occurred between the ages 
of 15-16, although first attempts for all participants in the study ranged from 10-17 years 
of age. The researchers also examined the degree to which participants in the study 
believed they wanted to die as well as the relative lethality of each participant’s attempts. 
Of the 14 transgender individuals who reported a previous suicidal attempt, 21% reported 
that they definitely agreed with the statement “I really wanted to die,” 21% reported that 
they agreed with the statement, 36% reported that they did not agree with the statement, 
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and 21% reported that they did definitely did not want to die when they attempted to take 
their own life. Of particular interest was the finding that indicated that almost 43% of the 
attempts were identified as “not serious” while 57% of the attempts, which represents 
more respondents than those who indicated they wanted to die, were judged to be 
“serious.”  
In a subsample of more than 290 transgender individuals who completed the 
Virginia Transgender Health Initiative Survey, Goldblum et al. (2012) found that almost 
half of respondents reported having experienced “hostility or insensitivity as a result of 
their gender identity or expression from other students, teachers, or school administrators 
(p. 471)” which was labeled Gender Based Victimization (GBV). Just over 28% of 
respondents reported a history of prior suicide attempt. Of those with a history of suicidal 
behavior, 32.5% reported one prior attempt, 28.6% reported a history of two attempts, 
and 39% reported a history of three or more attempts. Results of Goldblum et al.’s study 
further indicated that respondents who reported a history of GBV during school were four 
times more likely, than individuals who did not endorse a history of GBV while enrolled 
in school, to have made a previous suicide attempt. More than three-quarters of the 
individuals who reported a history of GBV reported making multiple suicide attempts 
over the course of their lifetime. 
 In 2015, Ioerger, Henry, Chen, Cigalrov, and Tomazic expanded existing 
knowledge about the effects of gender-variant-based victimization to include adolescents 
who are attracted to members of the other sex. The survey drew from a sample of 2,438 
middle and high school students, from diverse racial and economic backgrounds, in the 
eastern part of the United States. More than 92% of respondents described themselves as 
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other-sex attracted. Almost 3% of respondents described themselves as same-sex 
attracted, and almost 4.5% described themselves as attracted to members of both sexes; 
responses from these groups were combined for the study and labeled as same-sex 
attracted individuals. The study was designed to examine three hypotheses: (1) other-sex 
attracted individuals who experience gender-variant-based victimization would be more 
likely, than other-sex attracted peers who do not experience victimization, to report a 
history of suicidal behavior and substance use; (2) sexual attraction and gender-variant-
based victimization would be independently associated with higher levels of suicidal 
behavior and substance use; and (3) the relationship between gender-variant-based 
victimization and risky health behaviors would not differ based on attraction.  
At the conclusion of the study (Ioerger et al., 2015), gender-variant-based 
victimization was reported by 18.6% of the overall respondents. Generally speaking, 
individuals who described themselves as same-sex or both-sex attracted reported higher 
levels of gender-variant-based victimization than individuals who described themselves 
as other-sex attracted, 38.3% and 17.1% respectively. Males were more likely than 
females to report gender-variant-based victimization. There was not a significant 
difference between the percentage of middle and high school students who reported a 
history of gender-variant-based victimization. With respect to the first hypothesis, the 
experience of gender-variant-based victimization was positively correlated, for both 
other-sex and same-sex attracted individuals, with reports of suicidal ideation, suicidal 
planning, and suicide attempts. For the second hypothesis, researchers demonstrated that 
gender-variant-based victimization was also positively associated with use of both 
tobacco and other drugs, but not alcohol or marijuana. Same-sex attracted individuals in 
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the study were more likely, than individuals attracted to members of the sex, to report 
higher levels of all forms of substance use. Finally, there was not a significant difference 
between other- and same-sex attracted individuals with respect to the reported effects of 
gender-variant-based victimization.  
Legal Protections for Transgender Individuals 
The rights of transgender students have been pursued under both federal statutes, 
such as The Education Amendment Acts of 1972 (Title IX), and state anti-discrimination 
laws. Hart (2014) observed that statutes at the state level have not consistently provided 
effective protection for transgender students. Hart further observed that the decisions of 
federal and state courts have applied different standards to cases which has resulted in 
varied outcomes for plaintiffs.  
For all educational entities and programs that receive federal funding, Title IX 
prohibits discrimination on the basis of sex. The article specifically states:  
no person shall, on the basis of sex, be excluded from participation in, be denied 
the benefits of, or be subjected to discrimination under any academic, 
extracurricular, research, occupational training, or other education program or 
activity operated by a recipient which receives Federal financial assistance (Title 
IX, United States Education Amendments of 1972 § 106.31).   
Specific provisions of the law provide exemptions for admission to private, 
undergraduate colleges. In K-12 schools, Title IX allows segregation by sex for athletics 
programs, building facilities such as bathrooms and locker rooms, and some educational 
classes. The original wording of Title IX did not specifically provide protections for trans 
and gender-nonconforming students resulting in some confusion about what it means, 
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currently, to discriminate against someone on the basis of sex when their gender identity 
and assigned sex do not align (Buzuvis, 2013). 
 Buzuvis (2013) demonstrated that although Title VII of the Civil Rights Act of 
1964 protected individuals from discrimination in the workplace on the basis of sex, 
subsequent judicial rulings effectively expanded the definition of sex from purely 
biologic sex to include transsexuality, sexually-stereotypical behavior, gender 
reassignment, and transgender identity. As a result, the Equal Opportunity Employment 
Commission acknowledged that “sex under Title VII encompasses both sex and gender” 
(Buzuvis, p. 233).  
On May 13, 2016, in a press release jointly issued by the U.S. Department of 
Justice and the U.S. Department of Education, under the Obama administration, U.S. 
Secretary of Education John B. King Jr. specifically stated that “gender identity is 
protected under Title IX ” (paragraph 4). Attorney General Loretta E. Lynch stated "there 
is no room in our schools for discrimination of any kind, including discrimination against 
transgender students on the basis of their sex" (paragraph 5) and Catherine E. Lhamon, 
Department of Education Assistant Secretary for Civil Rights clearly asserted that 
"federal civil rights law guarantees all students, including transgender students, the 
opportunity to participate equally in school programs and activities without sex 
discrimination as a core civil right" (paragraph 6). Accompanying the press release, were 
two documents that provided additional guidance for educators about their responsibility 
to prohibit discrimination against students based on their gender identity or transgender 
status.  
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The first document, a “Dear Colleague” letter, explained schools’ obligation to 
effectively address sex-based harassment, including harassment based on actual or 
perceived gender identity or transgender status. The document also advised school 
personnel that they must treat students in a way that is consistent with their gender 
identity, regardless of the information contained on school records, and specifically 
addressed the need to the use pronouns and names that aligned with the identified gender 
of students. The third guideline asserted that transgender students must be allowed to 
participate in extra-curricular activities (e.g., sports), attend special classes (when 
offered), and use school facilities (e.g., bathrooms, locker rooms, and housing 
accommodations) consistent with their gender identity. Finally, the “Dear Colleague” 
letter explained that educational entities and personnel were obligated to protect and 
safeguard the privacy rights, including information related to transgender status, of all 
students under the Federal Educational Rights and Privacy Act (FERPA).  
The second document, “Examples of Policies and Emerging Practices for 
Supporting Transgender Students,” provided additional information and guidance for 
educators around: student transitions, privacy and school records, sex-segregated 
activities and facilities, student dress code, ways school personnel could support 
transgender students, the need for staff training, and school responses to complaints. The 
guidance provided in 2016 was well received and supported by a wide variety of groups 
including the national associations for both elementary and secondary school principals, 
national teachers’ union, the national PTA, and national organizations representing both 
school psychologists and counselors. 
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 Federal attempts to establish practices protecting the rights of transgender 
individuals, were short-lived. In February 2017, The Department of Education and the 
Office of Civil Rights, under the Trump Administration, rescinded their policies on 
access, for students, to sex-segregated facilities like bathrooms and locker rooms. 
Revisions to previously-released guidelines were heavily criticized by multiple 
organizations, including NASP and GLSEN (Press Releases). In a recent senate hearing, 
Secretary of Education Betsy DeVos characterized policies safeguarding the rights of 
LGBTQ individuals as an “unsettled area of law,” leaving the issues of protection of the 
rights of a vulnerable subset of students to, once again, to be addressed by the courts 
(Wallace, 2017). 
In 2017, the Movement Advancement Project and GLSEN collaboratively 
published a special report which examines the negative implications of exclusionary 
school policies on transgender adolescents. The report also examines current legal trends 
and issues currently affecting transgender teens. Despite the fact that federal laws 
currently protect all students from bullying and discrimination, the rights of transgender 
students in 37 states throughout the country are not effectively protected by state law. 
Only 13 states (WA, OR, CA, CO, MN, IA, IL, ME, VT, NY, MA, CT, and NJ), and the 
District of Columbia, have passed laws specifically protecting the rights of transgender 
students; educational agencies in four additional states (HI, MI, RI, and MD) have 
provided explicit guidelines designed to help schools protect the rights of transgender 
students. According to the authors of the Special Report, lack of explicit federal guidance 
and protection leaves a very large number of transgender students at risk and threatens 
their ability to safely attend school. In the absence of federal protection, 17 states (e.g., 
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WA, MT, WY, SD, KS, TX, MN, MO, AR, IL, KY, TN, AL, NY, VA, NC, and SC) 
have recently introduced legislation to specifically limit transgender students’ access to 
school facilities, including bathrooms, to those aligned with biological sex. As the 
authors point out, proposed legislation such as this would effectively override inclusive 
policies which have been established at the local level to protect and support transgender 
students. 
Supportive Schools for Sexual and Gender-Minority Students 
Despite the fact that students who attend schools that offer LGBTQ-related 
resources and supports to students have better educational outcomes, a significant portion 
of schools do not provide appropriate support specifically targeted to LGBTQ students. 
In a small, exploratory study about types and perceived sources of social support in high 
school, Mufioz-Plaza, Quinn and Rounds (2002) interviewed 12 LGB individuals ranging 
in age from 18-21.  
Participants in the study indicated that peers and adults who were not family 
members were generally described as providing more emotional and instrumental support 
than family members. Although peers were generally described as more supportive than 
family members, several participants in the study reported feeling as if they could not 
discuss sexual feelings with peers. Peers who identified as LGBT were described, by 
participants in the study, as sources of informational support. Generally speaking, 
participants in the study were very selective about with whom they discussed issues 
surrounding their sexual orientation and identity due to fear of rejection and fear of other 
negative outcomes. As a result, researchers noted that participants in the study often 
experienced feelings of cognitive, emotional, and social isolation.  
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In a related follow-up study that examined the experiences of 18 adolescents 
between the ages of 15-18, researchers found support for the types of emotional support 
(described as “affirmation”) and instrumental support provided to LGB individuals from 
non-family members, however some of the participants in this later study also reported 
receiving these types of support from either parents or family members (Kiperman, 
Varjas, Meyes, & Howard, 2014). Kiperman et al.’s research expanded the findings of 
Mufioz-Plaza et al. (2002), especially in terms of more completely explaining and 
defining the idea of emotional support. Four subtypes of emotional support were 
identified by participants. Almost all of the participants (94%) reported that they received 
emotional support through talking to someone; 11% of individuals reported receiving 
social support by hanging out with peers; 72% described feeling a connection or 
emotional bond with others, 39% of participants described connection to others as a result 
of shared or similar sexual orientation, and 55% of participants described non-judgmental 
interactions with others as a marker of emotional support; and 39% of respondents 
indicated that physical proximity to the supportive figure was an important element of 
emotional support. In addition to identifying sources of instrumental support identified in 
the aforementioned study, participants in the Kiperman et al. study also described 
advocacy, by either adults or peers, as a form of instrumental support they received from 
others. Three forms of social non-support were identified by participants: unmet 
expectations, negative perceptions, and negative interactions. Of the 83% of individuals 
who identified unmet expectations as a form of non-support, 28% described incidents 
where individuals did not follow through on commitments, 61% described the 
unavailability or failure to be present when needed of others, and 50% described 
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incidents involving inappropriate responses from others, as when individuals responded 
to participants in rude or hurtful ways.  
Ninety-four percent of the participants in the study discussed negative perceptions 
of others which caused them to be less likely to seek support from those individuals. All 
of the individuals reporting negative perceptions identified negative characteristics of 
others in the form of either homophobic beliefs of others (72% of participants) or close 
mindedness/ignorance as expressed through hurtful, uninformed assumptions about LGB 
individuals (39% of participants). Of the individuals who identified negative perceptions 
as a form of non-support, 39% of respondents described situations in which others were 
perceived to be misinformed about issues faced by and experiences of LGB individuals, 
and 44% of the participants reporting negative perceptions described situations in which 
others were perceived as lacking connection to the LGB individual. Ninety-four percent 
of the individuals in the study described negative interactions with others as an element 
that was not supportive. Negative interactions with others primarily took the form of 
negative verbal interactions, as reported by 94% of respondents, and included verbal 
insults or slurs, hurtful comments, and verbal threats.  Negative interactions with others 
also included negative physical interactions, including physical aggression and/or assault, 
as reported by 44% of the participants in the study. Finally, negative relational 
interactions were reported by 67% of the individuals who described experiencing 
negative interactions with others. Examples of negative relational interactions included 
being excluded, being talked about or having rumors spread about them, as well as being 
outed by others.  
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There are several notable limitations to the studies by both Mufioz-Plaza et al. 
(2002) and Kiperman et al. (2014). First, the sample size in both studies was quite small. 
Second, although both studies were geared to members of the LGBT community, no 
transgender individuals participated in either study, thereby creating questions about 
whether findings can be generalized to transgender populations. It is possible that 
transgender students experience social support and nonsupport differently than their LGB 
peers. 
Supportive Educators. As in previous years, results of the most recent National 
School Climate Survey show that the number of students who currently report having 
supportive staff in schools continues to increase (GLSEN, 2018). Almost all (nearly 97%) 
of the students in Kosciw et al.’s (2018) most recent study were able to identify at least 
one staff member considered supportive of LGBTQ students; 61% of students surveyed 
could identify at least six supportive educators in their school, and nearly 39% of students 
could identify at least 11 or more. School administrators fared less well in the study; just 
under 40% of students surveyed described school administrators as supportive of LGBTQ 
students. Results of the survey further indicated that just over half of students were able 
to identify supportive staff through the use of visible markers, including Safe Space 
stickers and posters. 
In 2015, Seelman, Forge, Walls, and Bridges published the results of a survey 
study that examined how access to safe adults and the presence of GSAs in schools 
affected engagement of LGBTQ adolescents and young adults. Participants for the study 
were recruited through an LGBTQ community organization that hosted three youth drop-
in centers in Colorado and online advertisements about the survey. Just over 150 
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individuals, between the ages of 13 and 19, were selected for the study. Participants were 
either currently enrolled in high school or had been enrolled in high school within the 12 
months prior to the study. Just over half of the sample identified as female, just over 37% 
of the sample identified as male, almost 5% identified as gender-variant or genderqueer, 
just over 4% identified as transgender (2.9% female-to-male and 1.2% as male-to-female) 
and almost 3% identified as either “other” or unsure of their gender. Many of the survey 
questions were based on similar questions that appeared in the 2007 CDC National Risk 
Behavior Survey and the National School Climate Survey conducted by GLSEN in 2008. 
In addition to demographic information, participants answered a series of questions about 
their school experiences. Specifically, they were asked about the presence of supportive 
adults and GSAs in the school environment.  
When asked if they knew a supportive adult with whom they could discuss their 
sexual orientation, or gender identity, almost 63% of the students surveyed were able to 
identify a teacher (Seelman et al. 2015). Almost 57% of the students surveyed were able 
to identify a supportive guidance counselor, almost 48% identified a safe social worker or 
counselor, almost 26% could identify a safe principal, almost 20% were able to identify a 
supportive librarian, and about 1.4% of the students surveyed identified a supportive 
individual in a school role not listed above. With respect to the number of types of safe 
adults who students could access, just over 26% of the students surveyed were unable to 
identify a supportive staff member at school. Just over 16% of the students surveyed 
indicated that they knew one, two, or three types of supportive adults; almost 13 percent 
of the students reported knowing four different types of adults, and just over 12% of the 
students surveyed were able to identify five or more types of supportive adults. On 
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average, students in Seelman’s study reported knowing 2.1 types of supportive adults at 
school. After controlling for demographics and presence of a GSA, researchers in this 
study noted that access to a variety of supportive adults in a school was a significant 
predictor of school engagement for students. 
Gay-Straight Alliances. Kosciw et al. (2016) observed that more students attend 
schools with Gay-Straight Alliances (GSAs) than in the past. During the most recent 
GLSEN study (2018), a little more than half (53%) of the students surveyed attended 
schools with GSAs. Where such programs were in place, nearly 37% of surveyed 
students reported that they had never participated in the program. The apparent increase 
in schools with GSAs is encouraging, because several studies have shown that the 
presence of GSAs are associated with positive outcomes for students (Heck, Flentje, & 
Cochran, 2013; Poteat, Sinclair, DiGiovanni, Koenig, & Russell, 2012; Toomey, Ryan, 
Dias, & Russell, 2011; Toomey, McGuire & Russell, 2012; Walls, N.E., Wisneski, H., & 
Kane, S.B., 2013). 
In a 2009 survey study of 15,965 middle and high school students in Wisconsin, 
Poteat et al. (2012) found that LGBTQ students attending schools with GSAs were less 
likely, than sexual minority students in schools without GSAs, to engage in behaviors 
such as smoking, drinking, truancy, suicide attempts, and casual sexual contact.  Students 
attending schools with GSAs were also less likely, than peers attending schools without 
such groups, to engage in sex while under the influence of alcohol, marijuana, and other 
drugs.  
In a study of 145 LGBT individuals between the ages of 18 and 20, with 12 or 
more years of education, researchers found that participants who attended high schools 
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with GSAs reported higher levels of school belonging than those who did not attend high 
schools with GSAs (Heck, Flentje, & Cochran, 2013). Further, individuals who attended 
schools with GSAs were less likely than peers to use alcohol and reported fewer 
symptoms of depression than individuals who attended schools without GSAs. 
In a related study including 284 sexual minority adolescents and young adults, 
Walls et al. found that students attending schools with GSAs showed a decrease in 
suicidal behavior. The presence of a GSA was also associated with increased perceptions 
of safety for gender-nonconforming male students in California (Toomey, McGuire, & 
Russell, 2012).  
 In a retrospective study of 245 LGBT participants, between the ages of 21-25, 
located near San Francisco, researchers found that just over one-third of participants 
attended high-schools with GSAs and that the presence and perceived effectiveness of a 
GSA was significantly associated with young adult psychosocial well-being and 
educational attainment (Toomey et al., 2011). Further, participation in a GSA was 
associated with lower incidences of substance abuse problems in young adults. Finally, 
researchers found that participation in a GSA appeared to buffer some negative 
outcomes, such as depression and suicide attempts, for students with low levels of school 
victimization.   
With respect to the presence of GSAs, 56.4% of the students in Seelman’s (2015) 
study attended schools with GSA; 43.6% reported that there either was no GSA, or that 
they were uncertain about the existence of a GSA, at their school. Students who indicated 
that they attended schools with GSAs were asked about various characteristics of the 
student group. When asked about the size of the group, almost 18% of students described 
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their group as “Very Small” or containing 1-2 members, just over 45% of the students 
described their group as “Small” or including 5-10 members, 25.5% of the students 
described their GSA as “Medium” (10-25 members), and just over 11% described their 
GSA as “Large” or containing over 25 members. Interestingly, despite previous research 
to the contrary, Seelman et al., found that—after controlling for demographics and access 
to safe adults at school, the presence of GSAs was, in isolation, not a significant predictor 
of school engagement for students in the study. This finding supports the findings of 
previous research which suggests that the GSAs do not significantly influence a sense of 
school belonging in students (Diaz, Kosciw, & Greytak, 2010; Poteat et al., 2012). 
When participants in Seelman’s study were asked to describe the activity level of 
the GSA, 8.5% of students described their GSA as “Not at all active,” 22.6% described 
the GSA as “Hardly active,” 20.8% described the GSA as “Slightly active,” 43.4% of 
students described the GSA as “Somewhat active,” and 4.7% described the GSA as 
“Very active” (Seelman et al., 2015).  With respect to the level of visibility of the GSA, 
10.5% of the students who attended schools with GSAs indicated that the group was “Not 
at all visible” (Seelman et al., 2015).  Just over one-third (38.1% of the students attending 
schools with GSAs described the group as “Hardly visible.” Almost one-quarter of the 
students (24.8%) described their GSA as “Slightly visible.” Just over 17% of students 
described the GSA at their school as “Somewhat visible” and 9.5% of students described 
their groups as “Very visible” within the school community. When asked about perceived 
support for the GSA, almost 6% described their perception of the school community as 
“Very hostile” or “Somewhat hostile” (Seelman et al., 2015). Almost one-fifth (18.9%) of 
the students who attended schools with GSAs described the perceived support of the 
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community as “Slightly hostile.” Just over 40% of students described their schools as 
“Slightly supportive” of the GSA, and 7.5% described the school as “Very supportive” of 
the group. Generally speaking, Seelman et al., found that characteristics such as size, 
visibility, activity level and perception for the GSA were all associated with higher rates 
of engagement of LGBTQ students. 
When asked about their level of involvement with the GSA at their school, 31.1% 
of the individuals in Seelman et. al.’s study (2015) reported that they were “Not at all 
active.” Just over 15% of students described themselves as “Hardly active,” just over 
10% described themselves as “Slightly active,” and 16% described themselves as 
“Somewhat active.” Over one-quarter (27.4%) of the students in Seelman’s study 
described themselves as “Very active” in their school’s GSA. Findings from the study 
suggest that participation in a GSA is not significantly correlated with school engagement 
per se. This finding was consistent with findings from previous studies in which 
participation in a GSA was not associated with a greater sense of belonging (Poteat et al., 
2012) or with sense of well-being or level of academic attainment (Poteat et al., 2012; 
Toomey et al., 2011). In contrast, Walls et al. (2013) found that membership in a GSA 
was associated with greater comfort with gender expression. 
 Inclusive Curricula. Kosciw et al. (2018) observed that less than one-fifth of 
LGBTQ students were taught positive representations of LGBTQ individuals, a decrease 
from 22.4% in 2015. Almost 7% of students reported receiving inclusive instruction in  
sex education. Slightly less than half of the students surveyed reported that they were 
able to locate information about LGBTQ-related issues using their school’s computer 
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systems, while 41% reported being able to find LGBTQ-related material for student use 
in their school library.  
 Comprehensive Bullying/Harassment Policies. Although nearly 80% of 
students reported attending schools with anti-bullying policies, only 13% described that 
the policies as comprehensive, which was defined as specifically protecting the rights of 
students on the basis of sexual orientation and/or gender identity/gender expression.  
Protective Factors and Resiliency 
 In the Grossman, D’Augelli, and Frank study (2011) outlined earlier, researchers 
examined how four aspects of psychological resilience (specifically, a sense of personal 
mastery, self-esteem, perceived social support, and emotion-oriented coping) predicted 
mental health problems in transgender youth. A combination of assessment methods was 
used in the study. Participants in the study completed interviews during which the 
following types of information was collected: demographic information, personal history 
related to sex- and gender-oriented milestones, age of self-identification as transgender, 
self-ratings of gender conformity, initial and current parental reactions to sex- and 
gender-identity, as well information about verbal, physical and/or sexual abuse related to 
gender identity or gender expression. Participants were also asked to complete a battery 
of mental health measures about depression, internalizing and externalizing problems, 
mental health problems, trauma symptoms, coping skills, perceived support, personal 
mastery, and self-esteem. Researchers found that the hypothesized model predicted 40% 
of the variance in predicting psychological resilience in relation to the following 
dependent variables: depression, trauma symptoms, and externalizing problems. The 
hypothesized model predicted 44% of the variance in predicting resilience in relation to 
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mental health problems, and 55% of the variance in predicting resilience with respect to 
internalizing problems. The use of emotion-oriented coping was significantly associated 
with negative mental health outcomes, across all variables, which led researchers to 
predict that enhancing task-oriented coping styles in transgender youth would be 
beneficial.  
In a qualitative study involving semi-structured interviews with 19 transgender 
individuals between the ages of 19-25, Singh, Meng and Hansen (2014) explored the 
strategies that allowed and prevented youths from fully exploring and asserting their 
gender identity. As a result of the study, researchers identified five themes or strategies 
that promoted resilience. The first strategy was described, by participants, as “the ability 
to self-define and theorize their own gender” (p. 211). Self-definition included not only 
choosing the terminology they used to define their own gender, but also exploring—in 
conversations with supportive counselors, family members, a larger community of trans 
or trans-supportive individuals, and themselves through activities like journaling—what 
various terms meant. For many individuals, self-identification meant recognizing that 
identity could often be fluid. Researchers noted that self-definition activities completed 
with others were more helpful than attempts at self-definition made in isolation. The 
second strategy that supported resiliency in transgender youth was “proactive agency and 
access to supportive educational systems” (p. 212). The ability to take proactive steps to 
address their own needs, and to develop alternate strategies when their needs could not be 
fully addressed, predicted resiliency in youths and young adults. Access to counselors, 
professors, and mentors who were trans-affirming was also described as a condition 
which promoted resiliency in transgender teens and young adults.  The researchers noted, 
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however, that self-advocacy was not identified as supporting resiliency when the actions 
of adults undermined the self-advocacy efforts of youths. The third condition that was 
identified as supportive of resiliency in transgender youth and young adults was 
“connection to a trans-affirming community” (p. 212); for some individuals in the study, 
the notion of community included online transgender communities. Despite the strong 
desire, for access to a trans-affirming community, participants in Singh, et al.’s study 
noted that participation in such communities was not without problems including an 
overemphasis on medical transition, fear of disclosure of their transgender identity, and 
not being fully accepted by other members of LGBTQ groups. The fourth resilience 
strategy identified by participants in Singh, et al.’s study included the ability to reframe 
mental health challenges. In this case, reframing refers to being able to adapt strategies 
that have helped individuals cope with various mental health problems in order to help 
individuals cope with some of the challenges in living life as a transgender individual. 
The fifth strategy mentioned by participants was support from family members. Two of 
the resilience strategies described by transgender individuals in the study, self-definition 
and connection to a supportive community, were consistent with resilience strategies 
identified in earlier studies of transgender youth between the ages of 15-21 (Grossman & 
D’Augelli, 2006) and transgender adults over the age of 19 (Singh, Hays, & Watson, 
2011). 
 In addition to identifying sources of resilience for transgender youth, Singh et al. 
(2014) identified six risk factors or threats to resilience. The first threat involved the 
relative powerlessness of children and youth in contemporary society, which the 
researchers identified as “experiences of adultism” (p. 213). The second threat involved 
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“health care access challenges” (p. 213). Specifically, participants in Singh et al.’s study 
were afraid that they would be denied access to both emergency and routine treatment 
simply because they were trans. The third threat identified by Singh et al. (2014) involved 
“emotional or social isolation” (p. 213). Participants in the study spoke of feeling isolated 
from or rejected by friends after identifying as trans. The fourth threat was identified as 
“employment discrimination.” Specifically, transgender individuals worried about 
finding and/or maintaining employment after they had disclosed their trans identity given 
the lack of legal protection for trans individuals. The fifth threat identified by researchers 
was described as “limited access to financial resources” (p. 214). Specifically, youth in 
the study spoke of feeling that they had to make significant compromises due to financial 
constraints. They often had difficulty acquiring clothing, medical treatment, and cosmetic 
procedures that supported their gender identity. Responses to limited financial resources 
resulted in a practice of pooling resources with other trans-affirming individuals and 
communities as well as the practice of prostitution. The final threat to resilience was 
described as “gender policing,” which participants described as invalidating their gender 
identity. Incidents of gender policing, cited by the researchers, included having others 
pass judgement over a trans individual’s gender expression, attempting to prevent trans 
individuals from entering public gendered spaces (e.g., bathrooms), and pathologizing a 
trans individual’s gender identity (e.g., being urged by family members and friends to 
seek treatment). In addition to invalidating their gender identity, participants in the study 
also struggled with incidents of gender policing because they found it difficult to predict 
when such incidents were likely to occur. Researchers in this study noted that trans 
individuals do not encounter barriers in the same way. That is, threats to resiliency affect 
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individuals differently, based on a variety of individual factors. Further, Singh et al. noted 
that trans individuals were likely to experience multiple, simultaneous threats to 
resilience which “reinforce[d] overall societal oppression and internalized trans 
prejudice” (p. 215), which supports observations and findings of other researchers 
(Grossman & D’Augelli, 2006).   
Like the participants in Singh’s study, participants in Grossman and D’Augelli’s 
study (2006) reported experiencing high rates of rejection from members of their families 
and school communities. Transgender youths and young adults also expressed concern 
about access to health care, especially with respect to (1) counseling, testing, and 
treatment for sexually-transmitted diseases, including HIV, and (2) the ability to obtain 
hormone treatment in order to more closely align their physical bodies with their gender 
identity.  Youths in Grossman and D’Augelli’s study also voiced concerns about the lack 
of access to affirming mental health care, especially in light of lower self-esteem and 
increased rates of self-harm.  
Best Practices for Educators Working with Transgender Youth  
A qualitative study of the experiences of 24 trans youth, between the ages of 16-
21, in Philadelphia demonstrated that the needs of trans youth are “different from their 
gay, lesbian, and bisexual peers—and more complex than trans adults” (Sausa, 2008, p. 
16). Conversations with transgender individuals resulted in the understanding that there is 
a wide variety of language used to describe members of the community, but that 
individuals who work with transgender individuals often use language that reinforces the 
male/female binary and, therefore, excludes many members of the community. In 
addition to describing incidents of violence and harassment, the youth in the study also 
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discussed administrative policies and practices that made school especially difficult for 
them. Examples of these policies and practices included, but were not limited to: 
confidentiality around names and assigned gender, the practice of not being called by 
their preferred names or pronouns, applications and forms which excluded them because 
they listed only two sexes/genders, lack of printed materials and other resources that 
included individuals like themselves, and school policies that prevented personnel from 
using preferred names on ID cards, diplomas, and transcripts. Youth in the study 
identified numerous recommendations that could be implemented at various levels to 
make schools more supportive environments for transgender individuals.  
At the elementary and middle school level, recommendations included things 
such as: challenging personal and peer gender norms; avoiding activities that required 
students to divide into groups based on their gender; addressing harassment and name 
calling in the classroom immediately; and expanding curriculum to include trans-
affirming books, discussions, films, and speakers. Other recommendations included 
increasing education to staff, parents, and other students about transgender individuals; 
expanding anti-bullying policies to include transgender individuals; updating and 
expanding school forms to reflect diversity in gender; and making bathrooms and locker 
rooms inclusive of trans youth.  
Additional recommendations for high schools included establishing gender-
neutral bathrooms; allowing trans adolescents to participate on sports teams that align 
with their gender; allowing trans individuals to follow dress code norms that align with 
their gender; establishing policies that make it easier to change names forms, ID cards, 
files, transcripts, diplomas, etc.; additional training for staff and identification of a trans-
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advocate on the faculty; as well as the establishment of GSAs and/or special discussion 
groups where students can explore issues of gender and gender variance. 
In 2011, the National Association of School Psychologists published a position 
statement outlining several strategies schools could adopt to help create environments 
that would be safer and more supportive for sexual minority youth. The following 
recommendations were offered: 
1. Establish and enforce comprehensive nondiscrimination and anti-bullying 
policies that specifically include LGBTQ individuals and address their unique 
needs. 
2. Provide education about the experiences and unique needs of LGBTQ 
students for students and staff, including how to intervene with students who 
may be targets of harassment or violence. 
3. Directly intervene with perpetrators who engage in discrimination or violence 
against LGBTQ individuals. 
4. Provide intervention and support to individuals who may be exploring their 
sexual orientation or gender identity. 
5. Promote attitudes and behaviors that affirm the dignity and rights of LGBTQ 
individuals in educational environments. 
6. Recognize strength and resilience in LGBTQ students (2-3). 
Teaching Transgender Students 
 Support from teachers and school staff has consistently been identified as a 
protective factor for LGBTQ students that increases perceived levels of school safety and 
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fosters a sense of connectedness in sexual minority students (McGuire, Anderson, 
Toomey, & Russell, 2010).   
Teacher Perceptions of the Experiences of Sexual Minority Students. A recent 
study by Kolbert et al. (2015) examined perceptions about bullying of sexual minority 
students among 200 teachers in southwestern Pennsylvania. The results of the study are 
interesting for several reasons. First, a majority of teachers in the study rated their schools 
positively for supporting sexual minority students. At the same time, non-LGBTQ 
teachers who rated level of school support positively were also more likely to report 
higher levels of victimization among LGBTQ students including the use of derogatory 
language, physical bullying, relational bullying, cyberbullying, and sexual harassment. 
Second, results of the study indicated that teachers may not be aware of or fully 
understand school-wide anti-bullying policies. In spite of the fact that PA state law 
requires all districts to publish an anti-bullying policy, more than 14.5% of the teachers in 
Kolbert et al.’s study reported that their school either did not have, or they were not 
familiar with, such a policy. Further, teachers who were unaware of their school’s anti-
bullying policies generally indicated that their schools were not doing enough to support 
LGBTQ students.  It is important to note, that despite the lack of teacher clarity about the 
existence of anti-bullying policies, all of the school districts included in the study were in 
compliance with state mandates although there was a great deal of variation in the 
specificity of those policies. Just over 25% of the teachers who correctly reported the 
existence of anti-bullying policies indicated that their district policies specifically 
included language related to LGBTQ students; however, only 7% of the policies actually 
contained enumerated statements. One of the main implications of this study is that 
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school administrators need to increase knowledge about anti-bullying policies, and how 
those policies apply to LGBTQ students, among school staff.  
Knowledge and Attitudes of Teachers towards Gender Minority Students. 
Each of us have thoughts and beliefs about sexual minority individuals that are shaped by 
a combination of education, previous experience with LGBTQ individuals, the way 
members of the LGBTQ portrayed in the media, and personal values and beliefs. One 
important component of most teacher education programs is encouraging pre-service 
educators to examine the personal biases that may affect—either positively or 
negatively—the way they interact with students in schools.  
More than 300 pre-service teaching candidates enrolled in a child and adolescent 
development course in two Texas universities completed a questionnaire designed to 
measure attitudes toward gay and lesbian individuals. Results of the study (Wyatt, 
Oswalt, White & Petersen, 2008) demonstrated that, generally speaking, respondents 
rated their attitudes and beliefs about gay and lesbian individuals as “Uncertain” on a 5-
point Likert scale that ranged from Strongly Agree to Strongly Disagree (Strongly 
Agree/Agree/Uncertain/Disagree/Strongly Disagree). Individuals who rated themselves 
highly on items measuring knowledge of sexuality issues had significantly more positive 
attitudes towards lesbians than individuals whose responses indicated that they were 
poorly informed about issues of sexuality. However, the positive attitudes toward 
lesbians among “knowledgeable” individuals did not extend to gay males. Although the 
study did not specifically explore the attitudes of pre-service teachers towards bisexual or 
transgender individuals, it does suggest the need for greater teacher preparation around 
sexuality issues as well as for increased teacher awareness of potential biases that may 
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negatively impact students in their classrooms, especially in light of the fact that 
bisexuals and transgender individuals are frequently viewed in a negative light by both 
heterosexual and homosexual individuals.   
Research focused on teacher attitudes towards sexual and gender minority 
students is somewhat limited. Swanson and Gettinger (2016) studied the relationship 
between the knowledge, attitudes, and behaviors of 98 middle and high school teachers 
from California, Iowa, Pennsylvania, and Tennessee, towards LGBT students as they 
related to school supports including the presence of a GSA, anti-bullying policies, and 
teacher training using an online survey. Four scales measured knowledge of the legal 
rights of LGBT students and outcomes experienced by said youth, participation in 
school-based activities and roles designed to support LGBT students as well as a measure 
of the importance teachers assigned to specific activities, perceptions of barriers to 
supporting LGBT students, and general attitudes toward LGBT students. Items used to 
measure teacher attitudes toward LGBT students were adapted for use in schools from 
another measure, the Sexual Orientation Counselor Competency Scale.   
Significant differences between teacher groups were noted (Swanson & Gettinger, 
2016). Group size ranged from 3 teachers in Tennessee to nearly 60 in Iowa. The size of 
the groups from Pennsylvania to California ranged from 16-20, respectively. Further, the 
study looked at LGBT students as a whole which may have underrepresented the 
experiences of transgender individuals. Despite these limitations, however, some 
interesting findings emerged.  
First, researchers found a moderate correlation between both knowledge and 
attitude and participation in activities and roles designed to support LGBT students 
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(Swanson & Gettinger, 2016). A moderate correlation between the number of barriers to 
supporting students and the importance teachers assigned to providing such support was 
also established. Generally speaking, teachers who worked in schools with GSAs and 
who participated in more training were more likely to take on active support roles with 
students and placed greater value on such work. These teachers also demonstrated more 
positive attitudes towards LGBT students. The following barriers were identified most 
frequently among teachers: lack of training and skills, lack of knowledge about the needs 
of LGBT students, and lack of resources (including time and inclusive materials).   
One of the most interesting findings to emerge from the study, however, was the 
apparent discrepancy in ratings between topics. For instance, although teachers generally 
appeared knowledgeable about the need for visual representations of LGBT individuals 
in the school, fewer than one-third of teachers surveyed indicated that they followed this 
practice. A similar pattern was noted between the need for training and the number of 
teachers who seek out such training. 
Silveira and Goff (2016) examined the attitudes of more than 600 music teachers 
in grades K-12 towards both trans students and school policies designed to support these 
individuals. Data was collected through a series of two surveys that were adapted for use 
in the study from previously existing measures (e.g. The Attitudes Toward Transgender 
Individuals Scale, Walch, 2012) and required participants to indicate their agreement 
with various attitudinal statements about transgender students and related school 
practices. Silveira and Goff found that teachers in the study held generally positive 
attitudes towards trans students and school policies designed to support these individuals. 
Ratings from female participants were slightly higher than ratings from male educators in 
TEACHER PERSPECTIVES ON TRANSGENGER YOUTH 54 
 
the study. A similar pattern emerged when attitudes of participants were compared with 
respect to broad social and political values (e.g. liberal vs. conservative). Neither age or 
location of participants appeared to significantly affect overall attitudes of educators.  
Teacher Training. One method for building teacher knowledge about LGBTQ 
individuals and their experiences is increasing exposure of pre-service teacher candidates 
to individuals who may be different from themselves. In a study conducted by Larrabee 
and Morehead (2008), more than 65 undergraduate pre-service teachers from a 
Midwestern university attended a discussion hosted by two gay men who had been in a 
long-term relationship which focused on providing broad general introductory 
information about the LGBTQ community and the experiences of LGBTQ individuals 
(e.g., identity formation, the coming out process, risk factors for LGBTQ individuals), 
educational policies and state laws that affected members of the LGBTQ community, as 
well as strategies for creating more inclusive classrooms for LGBTQ students. The 
purpose of the study was two-fold: (1) to determine individual dispositions towards the 
intersections of LGBTQ individuals and schools and (2) to determine how reflections 
shape an educator’s sense of responsibility for creating more LBTQ-inclusive spaces for 
students. After the lecture, students were asked to write ungraded self-reflection papers 
about their responses to the lecture which were then analyzed for common themes.  
The first theme that emerged following the analysis was that of personal reactions 
to the lecture itself. Generally speaking, a majority of the pre-service teachers (more than 
75%) in the study indicated that they learned new information as a result of the lecture, 
while a small percentage of students (10%) reported that they learned more about the 
intersections between schools and the LGBTQ community often citing greater insight 
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about issues they might encounter in the classroom.  Responses from slightly more than 
half of the participants (52%) indicated their acceptance of the material presented; 
however, just over one-quarter of the students indicated that they had difficulty accepting 
material presented in class due to conflicts with personal and/or religious beliefs. A few 
individuals reported experiencing significant difficulty with the material presented in the 
lecture. The second theme to emerge from the response papers related to the need to 
respond to injustices faced by the LGBTQ community. As a result of the lecture, more 
than one-fourth of the pre-service teachers stated that they had developed a greater 
understanding of, or appreciation for, the oppression of LGBTQ individuals and the need 
for greater social justice. Almost 80% of the students who attended the lecture were able 
to identify social justice goals that they wanted to accomplish in their classroom although 
a large number of students were unable to articulate a plan for accomplishing those goals. 
Several pre-service teachers noted that, as a result of training, they had developed a 
greater understanding of their personal biases and how those biases might affect their 
teaching noting the need to shield students from personal beliefs that perpetuated 
heteronormativity, or the belief that heterosexuality is the “only normal and natural 
expression of sexual orientation.”2  The third theme that emerged from the study focused 
on the personal reactions of participants to speakers. As noted above, not all respondents 
had positive expectations about the topic or were accepting of the information presented 
during the lecture. However, the responses from a significant number of respondents 
(42%) were generally positive and approximately one-third of respondents found the 
                                                 
2
 Merriam Webster Online, Retrieved October 31, 2017, from https://www.merriam-
webster.com/dictionary/heteronormativity 
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opportunity to listen to the first-hand experiences of members of the LGBTQ community 
beneficial.  
In a 2012 self-study based on the feedback provided by more than 130 Canadian 
teacher candidates who participated in a two-hour workshop about sexual diversity in 
secondary schools, Kitchen and Bellini found that teacher candidates benefitted from an 
exploration of LGBTQ-related issues, especially when discussions and inquiries were 
honest and open. The researchers discovered that exploring their own personal 
experiences and identity, prior to beginning the workshop, influenced their teaching 
practices. Following the conclusion of the workshop, the researchers elicited feedback 
about the workshop from participants through an on open-ended evaluation that 
measured: what participants liked, what did not work well for participants, how the 
practice of what participants was likely to change as a result of their training, participant 
level of comfort during the workshop, and suggestions for improvement. The 
effectiveness of various aspects of the workshop was also measured using a 5-point 
Likert scale, where 1 = Not Effective and 5 = Very Effective.  Generally speaking, all of 
the various components of the workshop (Definitions of LGBT-related terminology, 
Personal stories, Responsibilities of teachers to address/report homophobia, Gay-Straight 
Alliances, and Case Studies) were described as Very Effective by well over two-thirds of 
the respondents. Responses received from 73% of participants indicated that the sharing 
of personal stories, including being “out” and the experience of being an ally in the  
complex social setting of the school, made instructors appear more credible and helped 
establish the class as a safe learning environment for students. Sixty-seven percent of 
respondents rated the opportunity to discuss case studies that explored the difficulties of 
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attempting to resolve conflict in schools while respecting the different perspectives of 
both students and teachers as Very Effective. Classroom discussion of the legal and 
ethical responsibilities of teachers to address homophobia was rated as either Effective or 
Very Effective by a combined total of 37% of the respondents.  
 Textbooks in Teacher Training Programs. In one study focusing on LGBTQ-
related topics in eight of the textbooks most commonly used in teacher training programs, 
Macgillvray and Jennings (2008) analyzed the ways LGBT-related information was 
presented in print and examined the effects of presentation style on attitudes and beliefs 
about the LGBT community. For all textbooks examined in the study, LGBT-related 
information represented less than 0.75% of the narrative content of texts and less than 
0.25% of the illustrative content of texts. The researchers noted that all of the textbooks 
studied included reference to harassment and discrimination faced by LGBT students. 
More than half of the texts surveyed focused on risk factors commonly associated with 
being LGBTQ.  Only half of the texts analyzed contained history about either the 
LGBTQ community or LGBTQ families. Three-quarters of the texts contained 
discussions of: strategies for creating safe and supportive environments for students, 
professional responsibilities and legal obligations to LGBTQ students, and how personal 
beliefs of teachers might impact their classroom community. Macgillvray and Jennings 
noted that the majority of texts portrayed LGBTQ individuals as victims, often presenting 
LGBTQ related information along with discussions of risk factors. These practices, the 
researchers argued, tend to pathologize members of the LGBTQ community. In the 
majority of textbooks examined, transgender individuals are invisible. Only three texts 
made specific, albeit limited, reference to the experiences of transgender individuals. 
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Chapter 3: Methods 
Overview 
 This survey study explored teacher perspectives about working with transgender 
and gender-variant students. The primary research questions addressed by this survey 
study were:   
1. Based on teacher report, what kinds of policies are schools 
implementing to support transgender and gender-variant students? 
a. How do school policies and climates supporting sexual 
minority students (LGBTQ), in general, impact teachers’ 
knowledge of, attitude towards, and perceived competence for 
working with transgender and gender-variant students? 
b. How do school policies, and climates supporting gender 
minority students, specifically, relate to teachers’ knowledge 
of, attitude towards, and perceived competence for working 
with transgender and gender-variant students? 
2. How does training relate to teachers’ knowledge about, attitude 
towards, and perceived competence for working with transgender and 
gender-variant students? and 
3. How does experience with gender minorities relate to teachers’ 
knowledge about, attitude towards, and perceived competence for 
working with transgender and gender-variant students? 
Hypotheses 
The first research question sought to identify what types of policies and 
procedures schools are implementing to support transgender and gender-variant students 
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and how these policies and procedures impact teacher knowledge about, attitudes toward, 
and perceived levels of competence for working with gender minority students. For 
Subquestion 1, it was hypothesized that teachers who work at “inclusive” schools, or 
schools with policies and practices designed to support LGBTQ students in general, 
would be more knowledgeable about the needs of, have more positive attitudes toward, 
and higher levels of perceived competence for working with transgender and gender-
variant students than teachers who work at schools that scored low for inclusivity. For 
Subquestion 2, it was further hypothesized that teachers who work at schools with 
policies specifically supporting gender minority students (that is schools considered more 
“trans-friendly” or “gender-affirming”) would score higher than teachers who work at 
“inclusive” schools on measures of knowledge, attitudes, and perceived competence.  
The second research question examined how training relates to teacher knowledge 
about, attitude towards, and perceived levels of competence for working with transgender 
and gender-variant students. It was hypothesized that teachers with more training about 
the LGBT community, as a whole, would be more knowledgeable about, have more 
positive attitudes toward, and report higher levels of perceived competence for working 
with transgender and gender-variant students than educators with limited training about 
the LGBTQ community. It was further hypothesized that educators who received training 
specifically about transgender and gender-variant individuals would report the highest 
levels of knowledge about, positive attitudes toward, and higher levels of perceived 
competence for working with transgender and gender-variant students.  
The third research question examined how direct experiences with members of 
the transgender and gender-variant community was related to teachers’ knowledge about, 
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attitude towards, and perceived competence for working with transgender and gender-
variant students. It was hypothesized that educators with direct experience—either 
personal or professional—with members of the transgender community would be more 
knowledgeable about the needs of, have more positive attitudes toward, and demonstrate 
higher levels of perceived competence than educators who had limited or no direct 
experience with individuals representing gender minorities. 
Participants 
 Participants for the current study were certified K-12 teachers who are currently 
employed (or were employed during 2017/2018 school year) in the greater Philadelphia 
Metropolitan area, as defined by the U.S. Census Bureau (2015). The Combined 
Philadelphia-Reading-Camden (PA-NJ-DE-MD) Statistical Area (CSA) is the 7
th
 largest 
in the United States and contains numerous counties surrounding the city of Philadelphia. 
In Pennsylvania, the following counties are included in the Philadelphia-Reading-
Camden CSA: Berks, Bucks, Chester, Delaware, Montgomery, and Philadelphia. In New 
Jersey, the following counties are included: Atlantic, Burlington, Camden, Cape May, 
Cumberland, Gloucester, and Salem. The Philadelphia-Reading-Camden CSA also 
contains two counties in Delaware, Kent and New Castle, and Cecil County in Maryland. 
Teachers with a variety of levels of experience and working in a variety of education 
settings, both public and private, participated in the study.  
Inclusion/Exclusion Criteria 
In order to participate in the study, participants had to meet three criteria. First, 
individuals were required to indicate the name of the county where they are (or were) 
employed. Individuals who did not work within the designated area were not allowed to 
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participate in the study. Second, all educators had to be certified by, or hold an 
emergency/provisional teaching certificate, in the state where they are (or were) 
employed. Individuals who did not hold a valid teaching certificate or emergency 
certificate were not eligible to participate in the study. Finally, in order to participate in 
the current study, educators must have been employed as classroom teachers in a public 
or private school serving students between Kindergarten and 12
th
 grade. Administrators, 
paraprofessionals, and other school personnel serving students in grades K-12 were not 
eligible to participate in the current study. Educators working in Early Childhood or Post-
Secondary education were also not included in the study. Participants in the current study 
were not required to have met a minimum level of experience, or have completed any 
additional training in working with LGBTQ individuals, in order to participate in the 
current study.  
Recruitment Procedures 
Participants in the current study were recruited through one of three avenues. 
First, an invitation for participation (Appendix A) was distributed electronically to 
principals at public and private schools within the CSA who were asked to share the 
survey directly with the teachers at their site. The distribution lists for Pennsylvania, 
Delaware, and Maryland were created by the investigator. Contact information for school 
administrators was obtained from websites for public and private schools in the CSA. 
Contact information for principals of public and private schools in NJ was obtained in the 
form of a spreadsheet available through the website for the state department of education. 
Second, announcements about the survey (Appendix B) were distributed directly to 
educators in the investigator’s professional network and posted to special-interest groups 
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on social media (e.g., Facebook). Finally, utilizing a snow-ball sampling technique, 
individuals who received the announcement and teachers who completed the survey were 
encouraged to share information about the survey with other educators in their own 
professional networks.  
All educators who participated in the survey did so on a strictly voluntary basis 
and were able to discontinue their participation at any time. No identifying information 
about individual participants, or the schools where they worked, was collected. After 
completing the survey, participants were invited to enter an optional drawing to receive 
one of three $50 Amazon gift cards in appreciation for their participation. Individuals 
who wished to enter the drawing were asked to send a message to the researcher via 
email. Individual responses to the survey were therefore not linked to drawing entries in 
any way.  
Survey Instrument 
 The survey (Appendix C) for the current study was designed by the author of the 
study and included 71 questions. The survey consisted of a variety of questions, grouped  
in composites, designed to measure each of the variables of the study. Perceptions of 
school Inclusivity, as reflected through school- and/or district-wide policies and practices; 
Training; and Experience were identified as independent variables. The dependent 
variables for the current study included: Knowledge about, Attitudes toward, and 
Perceived Competence for working with transgender and gender-variant youth. 
In the current study, Knowledge was defined as what an individual knows about 
the unique experiences and needs of transgender and gender-variant youth. It included an 
exploration of three common myths about gender as well as familiarity with 
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recommended practices for working with transgender and gender-variant youth. 
Educators may have acquired knowledge about these topics in many ways including: a 
teacher training/certification program, ongoing professional development or other formal 
training, self-study, and/or through experience working directly with transgender and 
gender-variant youth. The term Attitudes is commonly used to describe a persistent way 
of thinking or feeling about a topic. The current study examined several common beliefs 
and attitudes about gender expression in childhood. The study also examined attitudes 
toward transgender and gender-variant individuals indirectly, as they are reflected 
through patterns of behavior on the part of educators. Questions measuring knowledge of 
myths about gender and attitudes about gender expression were adapted for use with 
teachers from existing measures of attitudes towards transgender individuals (Hill & 
Willoughby, 2005; Bowers, Lewandowski, Savage, & Woitaszewski, 2015). Finally, in 
the current study, the term Perceived Competence was defined as an individual’s beliefs 
about their ability to do something effectively or successfully when working with gender-
variant youth. 
A cluster of three questions was used to confirm that participants met criteria for 
inclusion in the study as defined below. Ten questions were used to measure teacher 
perceptions about school climate and inclusivity as reflected through school- and/or 
district-wide policies and practices. Eight questions measured pre-service teacher 
training and professional development. Six questions measured previous experience with 
individuals who identify as either transgender or gender-variant.  
Twelve questions measured educator knowledge about transgender and gender-
variant youth. Of these, three questions measured general knowledge about gender 
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identity; the remaining nine questions assessed educator knowledge, or familiarity, with 
best practices for working with trans and gender-variant students. Fourteen questions 
were used to measure the attitudes of educators. Attitudes towards gender minorities, in 
general, were assessed using four questions. The willingness, of educators, to implement 
best practices in their own classrooms—an indirect measure of attitudes towards the trans 
community—was measured through a series of nine questions. One question examined 
barriers to implementing best practices among participants. A cluster of eight questions 
was used to measure perceptions of competence for working with transgender and 
gender-variant individuals. The remaining nine questions were used to gather 
demographic information about participants (e.g., levels of education, amount of teaching 
experience, when teacher training occurred, school setting, type of school, grade levels 
taught, gender, and age).  The table in Appendix D provides specific information about 
how survey questions were aligned with each research topic or category. 
Data Analysis 
The first research question examined what types of policies and procedures 
schools have implemented to support transgender and gender-variant students. Because 
policies designed to support gender minority students may be included in policies that 
seek to support the LGBTQ community as a whole, or may specifically address the needs 
of transgender and gender-variant students, sub-questions were designed to measure how 
each type of policy is related to teachers’ knowledge of, attitude towards, and perceived 
competence for working with transgender and gender-variant students.  
Individual responses to questions measuring school policy and climate were 
combined to form a measure, or descriptor, of overall inclusivity. Survey responses 
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supporting gender minority students were weighted more heavily than survey responses 
supporting sexual minorities in order to establish groups based on their Inclusivity score.  
Overall scores for relative inclusivity were intended to be compared to teachers’ 
knowledge about, attitudes toward, and perceived competence for working with 
transgender and gender-variant students using a series of one-way ANOVAs. However, 
due to the number of participants whose responses indicated a lack of familiarity with or 
lack knowledge about  policies or practices with respect to either sexual- or gender-
minority students at their work sites, it was not possible to create groups representing 
“inclusive” or “gender-affirming” schools. Instead, correlation analyses were conducted 
to determine the relationship between inclusivity and the three dependent variables of the 
study.  
One-way ANOVAs were conducted to address the second research question, 
which was designed to measure training related to teacher knowledge about, attitude 
towards, and perceived levels of competence for working with transgender and gender-
variant students.  
Independent t-tests were used to determine how the direct experiences of  
educators —either personal or professional—with members of the transgender and 
gender-variant community are related to teachers’ knowledge about, attitude towards, and 
perceived competence for working with transgender and gender-variant students. 
  
TEACHER PERSPECTIVES ON TRANSGENGER YOUTH 66 
 
Chapter 4: Results 
Overview 
The purpose of this survey study was to examine the relationships between 
teacher perceptions of inclusivity as reflected through school- and district-wide policies 
and procedures, training and professional development, as well as experiences with 
transgender and gender-variant individuals and teacher knowledge about, attitudes toward 
and perceived levels of competence for working with transgender youth and adolescents. 
During the current study, invitations to participate in the survey were sent, by  
e-mail, to principals of all public and private schools in Philadelphia and the targeted 
surrounding counties. Principals were asked to share information about the study and a 
link to the survey with members of their faculty. Announcements, and a link to the 
internet survey, were also posted on social media and distributed to individuals in the 
primary investigator’s professional networks. Using a snowball sampling technique, 
recipients were asked to share the survey with colleagues and members in their own 
professional networks. 
A total of 191 responses were received via two web links: one distributed with the 
e-mail invitation and the other through a link on social media. The primary advantage to 
collecting responses using two distinct links was to be able to understand how individuals 
received notification about the study. Generally speaking, the announcement posted on 
social media generated more than twice the number of responses (130) than the link 
distributed to principals (61). Of the total responses received, 51 were removed from the 
data pool because they were incomplete; that is participants exited the survey before they 
visited all of the questions. An additional 64 responses were removed from the sample 
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because the respondent did not meet one or more of the inclusion criteria required for the 
study. A total of 76 responses were considered “complete” and analyzed for the current 
study.  Nearly 60% of the “completed” responses were submitted using the social media 
link and just over 40% were submitted using the email link.  
Given that participants could elect not to answer questions for any reason, missing 
responses, when they occurred, were coded as “0” and not included in either the analysis 
of item-level data or contribute to the overall composite score of an individual. 
Descriptive statistics and frequency data for each of the survey items are presented in this 
section and arranged in groups according to area of investigation. Unless otherwise 
specified, data tables are based on 76 responses. Percentages, where provided, have been 
rounded to the nearest tenth and may not equal 100 due to several factors, including: the 
effects of rounding, missing responses, and opportunities for the participant to select 
more than one option in response to an item. 
Survey items were arranged in several groups: Teacher Perceptions of School 
Policy/Climate, Teacher Training, Experience, Knowledge, Attitudes, and Perceived 
Levels of Competence. A variety of demographic data were also collected. Responses 
selected by individual participants were combined to form a composite score for each of 
the aforementioned categories in the survey. The quantitative values associated with 
possible responses by participants, are listed in the survey, which appears in Appendix C. 
Based on the responses of participants, composite scores were calculated and used for 
statistical analysis to address three primary research questions.   
Characteristics of the Respondents 
 A complete list of demographic data collected during the current study appears in 
Table 1.  Although educators in Philadelphia, and 15 surrounding counties in four states, 
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were invited to participate in the study, just over three-quarters of the responses in the 
total sample (77.6%) was received from teachers in Pennsylvania. The largest number of 
responses came from Delaware and Montgomery Counties. Responses from these two 
counties represent just over half (54%) of the responses in the total sample, and nearly 
70% of the responses from Pennsylvania.  
On Item 70, the majority of the individuals who responded to the survey (just over 
84%) identified as women. On Item 71, more than one-third of the individuals who 
completed the survey were between the ages of 30-39. Nearly one-quarter of the sample 
was between the ages of 40-49, and almost 20% of the participants in the study were in 
their 50s.  
Item 64 asked participants to describe the setting where they teach. Almost 65% 
of the participants in the study indicated that they worked in suburban communities. 
Fewer than 10% of the responses came from teachers working in rural areas. On Item 65, 
approximately 79% of the sample reported teaching in public schools. In addition to the 
list of school settings provided to participants during the survey, teachers were provided 
with an opportunity to describe their school setting. A list of teacher-identified school 
settings appears in Appendix E. On Item 66, teachers who participated in the study 
reported working with students at all grade levels. Approximately 44% of the respondents 
reported teaching middle school-aged students, defined for this study as Grades 6-8, and 
37% of the sample reported teaching elementary-aged students, defined for this study as 
Grades K-3. Nearly one-fourth of the respondents reported teaching intermediate-aged 
students, Grades 4-5. Almost one-fourth of the participants reported teaching high 
school-aged students, Grades 9-12. On Item 67, approximately one-half of the 
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participants in the study reported that they provided general instruction to students 
(English, Math, Social Studies, and Science). Over 40% of teachers reported teaching 
specific subjects. Teacher responses describing subject(s) taught appears in Appendix F.  
 
Table 1 
 
Demographic Information 
  
Survey Item n % 
    
3. Location   
  PA: Berks County 0 0 
  PA: Bucks County 5 6.6 
  PA: Chester County 2 2.6 
  PA: Delaware County 25 32.9 
  PA: Montgomery County 16 21.1 
  PA: Philadelphia County 11 14.5 
  NJ: Atlantic County 0 0 
  NJ: Burlington County 0 0 
  NJ: Camden County 0 0 
  NJ: Cape May County 0 0 
  NJ: Cumberland County 0 0 
  NJ: Gloucester County 2 2.6 
  NJ: Salem County 5 6.6 
  DE: Kent County 0 0 
  DE: New Castle County 3 4 
  MD: Cecil County 7 9.2 
    
70. Gender   
  Woman 64 84.2 
  Man 9 11.8 
  Prefer not to answer 3 4 
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Survey Item n % 
    
71. Age   
  Under 24 3 4 
  25-29 8 10.5 
  30-39 26 34.2 
  40-49 18 23.7 
  50-59 15 19.7 
  60-69 5 6.6 
  70 or older 0 0.0 
  Prefer not to answer 1 1.3 
    
64. School Setting   
  Rural 7 9.2 
  Suburban 49 64.5 
  Urban 20 26.3 
  Prefer Not to Answer 0 0 
    
65. Type of School Where You Teach   
  Public 60 79 
  Private 8 10.5 
  Parochial 2 2.6 
  Independent 4 5.3 
  Charter 1 1.3 
  Cyber 0 0 
  Prefer not to answer 0 0 
  Other (Please specify)
a
  4 5.3 
    
66. Grade Level of the Students You Teach   
  Elementary (K-3) 28 37.3 
  Intermediate (4-6) 19 25.3 
  Middle School (6-8) 33 44.0 
  High School (9-12) 20 26.7 
  Prefer not to answer 0 0 
    
67. Subject Matter Taught    
 
 
General Education (All four primary subjects:  
    English, Math, Social Studies, and Science) 
36 48 
  Specific subjects (Please specify)
b
  33 44 
  Prefer Not to Answer 6 8 
     
Note. N = 75 for the following items: Grade Level of Students and Subject Matter Taught 
a
  See Appendix E for a complete list of responses 
b
  See Appendix F for a complete list of responses 
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Teacher Perceptions of School Policies and Climate—Inclusivity  
 A cluster of ten items, Items 13-22, was used to measure teacher understandings, 
or perceptions, of school/district-wide policies and climate within schools. Items 13-16 
addressed policies at both the school and district level. Items 17-20 explored the specific 
services and features, geared towards students of different sexual orientations and gender 
identities, of local schools. Items 21-22 measured teacher perceptions of school climate 
with respect to transgender and gender-variant students.  
Item 13 asked about the presence of a formal anti-bullying or anti-discrimination 
policy in local schools. As shown in Table 2, the majority of respondents (88%) indicated 
that they worked at schools with such a policy. Just over 10% of the teachers in the study 
indicated that they were not familiar with the policy at their schools. 
  
Table 2 
 
The School Where I Work has a Formal Anti-Bullying and/or Anti-Discrimination Policy 
 
Response to Item 13 n % 
Yes 67 88.1 
No 1 1.3 
I don’t know if my school has a formal policy. 8 10.5 
 
Item 14 asked teachers to describe their understanding of the anti-bullying or anti-
discrimination policy at the school where they teach as it applies to students of different 
sexual orientations and/or different gender identities. While over one-third (36%) of the 
respondents indicated that the policy at their school protected individuals of different 
sexual orientations and gender identities, nearly the same amount of teachers (37.3%) 
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indicated that they did not know who was protected by the policies at their schools. A 
summary of all responses for Item 14 appears in Table 3. 
 
Table 3  
 
Individuals Protected by the Anti-Bullying/Anti-Discrimination Policy of the School 
Where I Teach 
 
Response to Item 14 n % 
The policy specifically protects individuals of different 
sexual orientations. 
8 10.7 
   
The policy specifically protects individuals of different 
gender identities. 
1 1.3 
   
The policy specifically protects individuals of different 
sexual orientations and individuals of different gender 
identities. 
27 36.0 
   
The policy does not specifically protect individuals of 
different sexual orientations or individuals of different 
gender identities. 
11 14.7 
   
I do not know who is specifically protected by my school’s 
anti-bullying/anti-discrimination policy. 
28 37.3 
Note. N = 75 
 
In Item 15, teachers were asked to describe their school’s policy around the use of 
building facilities by transgender and/or gender-variant individuals. A summary of all 
responses for Item 15 appears in Table 4. Over 20% of the teachers surveyed indicated 
that students at their schools use facilities that align with their gender identity. About the 
same number of participants reported that students are free to use designated gender-
neutral facilities. Almost one-quarter of the teachers who completed the survey indicated 
that they were unfamiliar with school policy about the use of school facilities by 
transgender or gender-variant individuals. 
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Table 4 
 
Use of Building Facilities by Transgender and/or Gender-Variant Individuals 
 
Response to Item 15 n % 
All students use facilities that align with their gender 
identity. 
17 22.4 
   
Transgender or gender-variant individuals use specified, 
usually private, facilities within the school building (e.g., the 
bathroom in the school nurses’ office). 
11 14.5 
   
All students are free to use designated gender-neutral 
facilities (e.g., unisex bathroom in the hallway). 
17 22.4 
   
Students in my school use facilities based on their sex 
assigned at birth. 
13 17.11 
   
I don’t know my school’s policy about the use of school 
facilities by transgender or gender-variant individuals.  
18 23.7 
Note. N = 75 
 
Item 16 asked teachers to describe their school’s policy about participation in 
school-based activities (e.g., sports, performing arts, extra-curricular activities, etc.) by 
transgender or gender-variant individuals. Nearly 65% of the respondents indicated that 
they were unfamiliar with the policy at their schools. Just over one-quarter of the 
respondents indicated that all students participate in activities and clubs that align with 
their gender identity. A summary of all responses for Item 16 appears in Table 5. 
 Items 17-20 asked teachers about specific school services and practices designed 
to support students of different sexual orientations and gender identities. On Item 17, 
more than half (52.6%) of the teachers who completed the study indicated that there is 
not a GSA (Gay-Straight Alliance) at their school. On Item 18, over one-quarter of the 
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Table 5 
 
Participation in School Activities and Clubs by Transgender and/or Gender-Variant 
Individuals 
 
Response to Item 16 n % 
Participation in sports programs and other school-based 
activities is based on a student’s sex assigned at birth (e.g., a 
transgender female would not be permitted to complete on a 
girls-only sports team or sing in a girls-only acapella group). 
5 6.8 
   
All students may participate in school activities and clubs 
that align with their gender identity (e.g., a transgender male 
may play on a boys-only sports team or sing in a boys-only 
acapella group). 
19 25.7 
   
Transgender or gender-variant individuals may only 
participate in school clubs and activities that include children 
of both genders (e.g., a co-ed choir or band). 
2 2.7 
   
I don’t know my school’s policy about transgender and 
gender-variant individuals’ participation in sports or other 
school-based activities.  
48 64.9 
Note. N = 74 
 
teachers surveyed indicated that there are designated safe spaces within their school. A 
roughly-equivalent number of teachers indicated that they do not know if there are 
formally-identified Safe Zones at their school, and nearly 7% of the teachers surveyed 
reported that they do not know what a Safe Zone is.  
Items 19-20 asked about the presence of books in the school library that are 
geared to individuals of different sexual orientations or gender minorities, respectively. 
Over half of the teachers surveyed indicated that they are not familiar with library 
holdings in either case. A summary of the complete responses for Items 17-20 appears in 
Table 6. 
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Table 6 
 
School Services and Features Geared to LGBTQ Students 
 
Survey Item n % 
    
17. The school where I work has a GSA (Gay-Straight Alliance).   
  Yes 24 31.6 
  No  40 52.7 
  I don’t know if there is a GSA at the school where I work. 12 15.8 
   
18. 
 
There are formally-identified Safe Zones or Safe Spaces at 
the school where I work. 
  
  Yes 21 28.0 
  No 29 38.7 
 
 
I don’t know if there are formally-identified Safe Zones or 
Safe Spaces at my school. 
20 26.7 
  I don’t know what a Safe Zone, or Safe Space, is. 5 6.7 
     
19. 
 
The library at my school has books about lesbian, gay and/or 
bisexual individuals. 
  
  Yes 17 22.4 
  No 20 26.3 
 
 
I don’t know if the library at my school has books about 
sexual diversity. 
39 51.3 
 
20. 
 
The library at my school has books about transgender and/or 
gender-variant individuals and/or gender diverse topics. 
  
  Yes 13 17.1 
  No 21 27.6 
 
 
I don’t know if the library at my school has books about 
gender diversity. 
42 55.3 
     
Note. For Item 18, N = 75 
 
Items 21 and 22 required teachers to use a 5-point Likert-style scale, where 
responses ranged from Strongly Disagree to Strongly Agree, to indicate their level of 
agreement with two statements measuring perceptions of school climate for gender 
minority students. A summary of the complete responses for Items 21-22 appears in 
Table 7. 
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On Item 21, the majority of respondents either agreed (47.4%) or strongly agreed 
(14.5%) that their school provided a welcoming, and inclusive, environment for 
transgender and gender-variant students. On Item 22, more than 40% of the teachers in 
the study agreed (35.5%) or strongly agreed (7.9%) that their school provided adequate 
support to transgender and gender-variant students. Nearly 30% of the teachers in the 
study expressed some level of disagreement with the statement. 
 
Table 7 
 
Teacher Perceptions of School Climate 
 
Survey Item 
Responses: n (%) 
Strongly 
Disagree 
Disagree Neutral Agree 
Strongly 
Agree 
21. I feel that the climate of the 
school where I work is 
welcoming to and inclusive of 
transgender and gender-variant 
individuals. 
2 
(2.6) 
10 
(13.2) 
17 
(22.4) 
36 
(47.4) 
11 
(14.5) 
       
22. I feel that the climate of the 
school where I work provides 
adequate support to 
transgender and gender-variant 
individuals. 
1 
(1.3%) 
21 
(27.6%) 
21 
(27.6%) 
27 
(35.5%) 
6 
(7.9%) 
 
 
Composite Score: Inclusivity. A composite score measuring inclusivity as 
reflected through teacher perceptions of school policy and school climate was calculated 
for each participant, based upon their individual responses to Items 13-22. Participants 
could earn 1 point for their responses on each of the following items: 13, 17, 18, 19, and 
20. They could earn up to 2 points, per item, for their responses on Items 14-16. 
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Participants could earn between 1 and 5 points, per item, for their responses on Items 21 
and 22. For each item, response points were assigned as described in Appendix C. 
Individual Inclusivity Composite scores ranged from a minimum of 4 points to a 
maximum of 21 points, the highest possible score for the index. A frequency distribution 
table for responses in the Inclusivity Composite appears in Table 8. The mean Inclusivity 
Composite score was 11.1 (SD = 4.1). Generally speaking, higher scores represented 
schools that are considered more inclusive of both sexual and gender minority students. 
Participants whose schools received the highest scores were considered “trans-friendly” 
or “gender-affirming” schools. 
 
Table 8  
 
Frequency Distribution for Composite Scores Measuring Teacher Perceptions of School 
Inclusivity 
 
Composite Score Frequency Percent Cumulative Percent 
4 4 5.3 5.3 
5 1 1.3 6.6 
6 3 3.9 10.5 
7 9 11.8 22.4 
8 4 5.3 27.6 
9 8 10.5 38.2 
10 9 11.8 50.0 
11 6 7.9 57.9 
12 7 9.2 67.1 
13 4 5.3 72.4 
14 7 9.2 81.6 
15 2 2.6 84.2 
16 3 3.9 88.2 
17 1 1.3 89.5 
18 2 2.6 92.1 
19 5 6.6 98.7 
21 1 1.3 100.0 
TOTAL 76 100.0 ----- 
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Teacher Training 
 A cluster of 11 survey items, Items 53-63, was created to measure multiple 
aspects of teacher training. Three of the questions in this section of the survey were 
primarily demographic in nature. On Item 53, participants were asked to describe the 
highest level of education they had completed. More than three-quarters of the 
individuals who completed the survey indicated that they had at least a Master’s-level 
degree. A complete summary of responses appears in Table 9. 
 
Table 9 
 
Highest Level of Education Among Participants 
 
Responses to Item 53 n % 
Bachelor’s degree or equivalent 6 7.9 
 Bachelor’s + 15 5 6.6 
 Bachelor’s + 30 2 2.6 
 Bachelor’s + 45 0 0 
Master’s degree or equivalent 19 25 
 Master’s + 15 7 9.2 
 Master’s + 30 14 18.4 
 Master’s + 45 9 11.9 
 Master’s + 60 9 11.9 
Doctoral degree or greater 5 6.6 
 
Item 54 measured how many years participants had been teaching. Responses 
from participants ranged from less than one year, for one teacher, to more than 25 years 
for 12 teachers. With the exception of individuals who reported 5 or fewer years of 
experience, respondents reported their years of experience in 5-year bands. Responses 
were fairly evenly distributed. For individuals reporting fewer than 5 years of experience, 
seven indicated that they had been teaching between 1-3 years and six participants 
TEACHER PERSPECTIVES ON TRANSGENGER YOUTH 79 
 
indicated that they had been teaching for 4-5 years. When combined, the number of 
individuals in the 0-5 year band is roughly equivalent to the number of individuals in 
other experience-level bands. A complete summary of the responses for Item 54 appears 
in Table 10. 
 
 
Table 10 
 
Years of Experience Among Participants 
 
Responses to Item 54 n % 
Less than 1 year 1 1.3 
1-3 years 7 9.2 
4-5 years 6 7.9 
6-10 years 14 18.4 
11-15 years 12 15.8 
16-20 years 14 18.4 
21-25 years 10 13.2 
More than 25 years 12 15.8 
 
Item 55 measured how recently respondents had completed their initial teacher 
training program. As in the previous question, time was measured in 5-year bands. None 
of the individuals who completed the survey indicated that they were currently enrolled 
in a teacher training program. One respondent indicated that they completed their 
certification within the past 12 months. The largest percentage of responses (28%) came 
from individuals who completed their initial teacher training more than 20 years ago. A 
complete summary of responses for this item appears in Table 11. 
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Table 11 
 
Timeframe for Completing Initial Teacher Training Program 
 
Responses to Item 55 n % 
Currently enrolled in a teacher training program. 0 0 
Within the past 12 months 1 1.3 
1-5 years ago 13 17.3 
6-10 years ago 15 20.0 
11-15 years ago 11 14.7 
16-20 years ago 14 18.7 
More than 20 years ago 21 28.0 
Note. N = 75 
 
The remaining eight items measured participation in, and the format of, training 
about transgender and gender-variant individuals. Respondents were also asked how 
much training they had received about the LGBTQ community, in general, in comparison 
to training specific to transgender and gender-variant individuals. 
 Item 56 asked what information, if any, participants received about the LGTBQ 
community and/or transgender and gender-variant individuals through their initial teacher 
training program. The majority of respondents (61%) indicated that their teacher training 
program did not include any information about the LGBTQ community. Just over 10% of 
the participants in the current study reported that their training program included  
information about transgender and gender-variant individuals as part of the general 
training they received about the LGBTQ community. Table 12 depicts the complete 
responses for Item 56. 
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Table 12 
 
Inclusion of Information About Transgender and Gender-Variant Individuals in Teacher 
Training Programs 
 
Responses to Item 56 n % 
My teacher training program included information about 
transgender and gender-variant individuals as part of general 
training about the larger LGBTQ community. 
8 10.7 
   
My teacher training program included information about 
transgender or gender-variant individuals, specifically. 
2 2.7 
   
My teacher training did not include any information about 
the experiences and needs of transgender or gender-variant 
individuals. 
19 25.3 
   
My teacher training program did not include any information 
about the LGBTQ community. 
46 61.3 
Note. N = 75 
 
 Item 57 asked what training, if any, participants had received about the LGBTQ 
community and/or transgender and gender-variant individuals outside of their initial 
teacher training. A complete summary of the responses associated with the item appears 
in Table 13. Over one-third of the participants (36.8%) in the current study reported that 
they have not received any training about the LGBTQ community, in general, and over 
15% of the participants indicated that they have not received any training about 
transgender or gender-variant individuals, specifically.  
Items 58-60 examined participant experience with additional training about the 
LGBTQ community, in general, or as a whole. Item 58 asked about the amount of 
additional training participants had received about the LGBTQ community. Just over 
42% of the individuals in the sample reported receiving no training, while nearly 40% of 
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Table 13 
 
Additional Training about Transgender and Gender-Variant Individuals  
 
Responses to Item 57 n % 
I participated in training where information about 
transgender and gender-variant individuals was provided as 
part of general training about the larger LGBTQ community. 
21 27.6 
   
I have received specific training about the experiences and 
needs of transgender or gender-variant individuals. 
15 19.7 
   
I have not participated in any training that included 
information about transgender or gender-variant individuals. 
12 15.8 
   
I have not participated in any training that included 
information about the LGBTQ community. 
28 36.8 
 
 
 
the participants indicated that they had received less than 5 hours of training about the 
LGBTQ community. Approximately 5% of the teachers surveyed reported having 
received extensive training, defined as over 20 hours of training. A complete summary of 
participant responses for this item appears in Table 14. 
 
Table 14 
 
Amount of Post-Certification Training About the LGBTQ Community 
 
Responses to Item 58 n % 
No training 32 42.1 
Less than 5 hours 30 39.5 
6-10 hours 7 9.2 
11-15 hours 3 3.9 
16-20 hours 0 0 
More than 20 hours 4 5.3 
 
 
Item 59 asked participants to describe the format of the training they received 
about the LGBTQ community. Participants could choose more than one response for this 
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item. Approximately two-thirds of the individuals who completed the survey (50 
participants) answered this question. The most common type of training received by 
teachers in the sample was attendance at a workshop or inservice (58%). The second 
most common form of training, identified by 36% of participants, included attending a 
lecture or panel discussion. Approximately one-fifth of the individuals who answered this 
question described the format of their training as “Other.” Of those, four individuals 
replied “None” when asked to specify their answer. Each of the following training types 
was identified by one person: self-study, reading articles, self-reflection (I am a part of 
the LGBTQIA+ community myself); staff meeting; directive from administration; 
schoolwide PLC; and my colleagues. A summary of all data collected for this item 
appears in Table 15. 
 
 
Table 15  
 
Format of Post-Certification Training About the LGBTQ Community 
 
Responses to Item 59 n % 
Lecture/Panel discussion 18 36.0 
Workshop/Inservice 29 58.0 
Video series 3 6.0 
Webinar 4 8.0 
Book 6 12.0 
Other (Please Specify) 9 18.0 
Note. N = 50 
 
In Item 60, participants were asked to use a 5-point Likert-style scale, with 
possible responses ranging from Very Underrepresented to Very Well Represented, to 
describe how well represented the needs and experiences of transgender and gender-
variant individuals were in the training they had received about the LGBTQ community. 
A summary of the responses appears in Table 16. Sixty individuals completed this 
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question. Of those, nearly half indicated that the needs of gender minorities was either 
somewhat represented (38.1%) or very well represented (11.7%). Almost one-quarter of 
the individuals who answered this question indicated that the needs of gender minorities 
were underrepresented to some degree.  
 
Table 16  
 
Representations of the Experiences and Needs of Transgender and Gender-Variant 
Individuals in Training About the LGBTQ Community 
 
Survey Item 
Responses: n (%)  
Very 
Underrep. 
Somewhat 
Underrep. 
Neutral 
Somewhat 
Represented 
Very Well 
Represented 
60. Thinking about the training 
about the LGBTQ community 
you have received, how well 
represented were the 
experience and needs of 
transgender or gender-variant 
individuals? 
10 
(16.7%) 
5  
(8.3%) 
25 
(15%) 
23 
(38.3%) 
7 
(11.7%) 
Note. N = 60   
 
 Items 61-63 examined participant experiences with additional training specifically 
about transgender and gender-variant individuals. In Item 61, participants were asked 
how much additional training they had received specifically about gender minorities. A 
complete summary of responses appears in Table 17. Just over half of the teachers in the 
sample reported that they had received no training. Nearly 40% reported receiving less 
than 5 hours. One individual reported receiving 11-15 hours, the highest amount of 
training reported in the study. 
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Table 17 
 
Amount of Post-Certification Training Specifically About Transgender and Gender-
Variant Individuals 
 
Responses to Item 61 n % 
No training 39 52.0 
Less than 5 hours 29 38.7 
6-10 hours 6 8.0 
11-15 hours 1 1.3 
16-20 hours 0 0 
More than 20 hours 0 0 
Note. N = 75 
 
Seventy responses were received for Item 62, which asked what percentage of the 
training teachers had received about transgender and gender-variant individuals focused 
specifically on the needs of youth and adolescents. One-half of the teachers in the sample 
indicated that none of their training had focused specifically on the needs and experiences 
of gender-minority youth. Twenty percent of the respondents indicated that more than 
75% of the training they had received focused on the needs and experiences of 
transgender and gender-variant youth and adolescents. A summary of all responses for 
Item 62 appears in Table 18. 
 
Table 18  
 
Percentage of Training Dedicated to the Needs and Experiences of Transgender and 
Gender-Variant Youth and Adolescents 
 
Responses to Item 62 n % 
None 35 50.0 
Less than 25% 10 14.3 
26-50% 8 11.4 
51-75% 3 4.3 
More than 75% 14 20.0 
Note. N = 70 
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Only 46 individuals responded to Item 63, which was designed to identify the 
format of training about transgender and gender-variant individuals most commonly 
received by teachers. A summary of responses for Item 63 appears in Table 19. Well over 
half of the respondents (65.2%) indicated that they attended a workshop or inservice 
about transgender and gender-variant individuals. Almost 30% of teachers who 
responded reported having attended a lecture or panel discussion. Nearly 20% of teachers 
who responded to this question indicated that they attended some other form of training. 
Of those, seven individuals specified that they had received no other training. One 
individual reported attending a college course. Another respondent described their 
training as “one-on-one.” 
 
Table 19  
 
Format of Post-Certification Training About the Transgender and Gender-Variant 
Individuals 
 
Responses to Item 63 n % 
Lecture/Panel discussion 13 28.3 
Workshop/Inservice 30 65.2 
Video series 3 6.5 
Webinar 3 6.5 
Book 0 0 
Other (Please Specify) 9 19.6 
Note. N = 46 
 
Composite Score: Teacher Training. A composite score measuring participation 
in teacher training, both pre-service and post-certification, was calculated for each  
participant based on their responses to the following items: 56, 57, 58, and 61. 
Participants could earn up to 2 points for their response on each item, as noted in 
TEACHER PERSPECTIVES ON TRANSGENGER YOUTH 87 
 
Appendix C. Training Composite scores ranged from a minimum of 0 points to a 
maximum of 6 points. The mean Training Composite score was 2.2 (SD = 2.0).  
Based on individual Training Composite scores, three approximately-equal 
groups were established: No Training, Some Training, and Most Training. The No 
Training group was comprised of 26 individuals, each of whom earned a composite score 
of 0. The Some Training group included 29 individuals who earned composite scores 
ranging from 1-3. The Most Training group included 21 individual whose responses 
yielded composite scores ranging from 4-6. The frequency distribution for the Training 
composite appears in Table 20. 
 
Table 20 
 
Frequency Distribution Measuring Amount of Training Received by Participants 
 
Group Frequency Percent Cumulative Percent 
No Training 26 34.2 34.2 
Some Training 29 38.2 72.4 
Most Training 21 27.6 100.0 
TOTAL 76 100.0  
 
Experience with Gender Minorities 
 Six questions (Items 23-26, 68, and 69) were used to measure previous 
experiences with transgender and gender-variant students. Seventy-five teachers 
responded to Item 23, which asked if they had ever worked with someone who identified 
as transgender or gender-variant. Almost two-thirds of participants (64%) indicated that 
they had worked with someone who identified as transgender or gender-variant at some 
point in their career. Just over one-third of the participants (36%) in the current study 
indicated that they had not worked with a transgender or gender-variant individual.  
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Teachers who indicated that they had previous experience working with a 
member of the transgender or gender-variant community were presented with a follow-up 
question, Item 24, which asked them to describe the transgender individual’s relationship 
to them. Respondents were allowed to select as many descriptors as applied. They were 
also allowed an opportunity to self-describe the relationship, if necessary. Table 21 
depicts the complete list of responses to this item. Three-quarters of the respondents 
indicated that they had a transgender or gender-variant student in their class. Almost half 
of the respondents (45.8) described the transgender individual as another student in the 
school. Other relationships identified included: parent/guardian of student, staff member, 
faculty member, administrative personnel, and community liaison. One person self-
described the transgender or gender-variant individual as a student “in my monthly 
school-wide book club.” 
 
Table 21 
 
Relationship of Transgender or Gender-Variant Individual to Participant (Professional 
Experience) 
 
Responses to Item 24 n % 
Student in my class 36 75.0 
Other student in the school 22 45.8 
Parent/Guardian of student 8 16.7 
Faculty member 5 10.4 
Staff member 6 12.5 
Administrative personnel 3 6.25 
Parent volunteer 0 0 
Community liaison 3 6.25 
Other (Please specify) 1 2.1 
Note. N = 46 
 
Item 25 asked participants if, outside of their role as a teacher, they had personally 
known an individual who identified as transgender or gender-variant. Just over two-thirds 
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of the participants (67.1%) in the current study indicated that they had previous personal 
experience with a member of the transgender community. Nearly one-third of the 
participants in the sample (32.9%) indicated that they have not personally known a 
member of the transgender community. 
A follow-up item, Item 26, was presented to those teachers who reported knowing 
an individual who identified as a member of the transgender community. Item 26 asked 
teachers to describe the relationship of the transgender or gender-variant individual to 
themselves. Respondents were encouraged to check as many descriptions as applied. 
They were also allowed an opportunity to self-describe the relationship, if necessary. A 
complete listing of responses appears in Table 22. 
Seventy percent of the individuals who responded to Item 26 described the 
transgender or gender-variant individual as a personal acquaintance. Almost 16% of the 
teachers surveyed described the transgender or gender-variant individual as a close 
friend. Just over 25% of the teachers who responded to this item described their 
relationship to the transgender or gender-variant individual as “Other.” Three of those 
individuals described the transgender individual as a “co-worker” or a “coworker, not at 
school.” Two teachers described the individual as a “niece or nephew of a friend.” Two 
teachers described the transgender individual as a former classmate. Other responses 
included: former partner, brother-in-law, friend of my child, child of a friend, student at 
the school who I have not taught, and members of a church the respondent attended as a 
child. 
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Table 22  
 
Relationship of Transgender or Gender-Variant Individual to Participant (Personal 
Experience) 
 
Responses to Item 26 n % 
Self 0 0 
Parent 0 0 
Sibling 0 0 
Partner/Spouse 0 0 
Child 2 3.9 
Other relative 4 7.8 
Close friend 8 15.7 
Personal acquaintance 36 70.6 
Other (Please specify) 13 25.5 
Note. N = 51 
 
In Item 68, participants were asked if they were involved with the GSA (Gay-
Straight Alliance) at the school where they teach. Seventy-five teachers responded to the 
question. The overwhelming majority of teachers surveyed (93.3%) indicated that they 
were not involved with the GSA. The remaining five participants (6.7% of the sample) 
indicated that they are involved with the GSA.  
 In Item 69, participants were asked if their classroom or office is formally-
identified as a Safe Zone or Safe Space within the school. Seventy-five teachers 
responded to the question. Responses from more than three-quarters of the respondents 
indicated that their classroom or office is not formally identified as Safe Zone or Safe 
Space. Complete results for this item can be found in Table 23. 
 
  
TEACHER PERSPECTIVES ON TRANSGENGER YOUTH 91 
 
Table 23 
 
Participants Who Indicated That Their Classroom or Office is Formally Identified as a 
Safe Zone or Safe Space 
 
Responses n % 
Yes 16 21.3 
No 57 76.0 
Prefer Not to Answer 2 2.67 
Note. N = 75 
 
Composite Score: Experience. A composite score measuring previous 
experience, both personal and professional, with gender minorities, was calculated for 
each participant based upon their responses to the following questions: 23, 25, 68, and 69. 
Participants could earn one point, per item, for each “Yes” response. Scores on the 
Experience Composite ranged from a minimum of 0 points to a maximum of 4 points  
(M = 1.6, SD = 1.0). 
Based upon individual Experience Composite scores, two approximately-equal 
groups were established: No (or Limited) Experience and Most Experience. The No 
Experience group included 37 individuals who earned composite scores ranging from 0 to 
1. The Most Experience group included 39 individuals who earned composite scores 
ranging from 2 to 4. The frequency distribution for the Experience Composite appears in 
Table 24.  
 
Table 24 
 
Frequency Distribution for Composite Scores Measuring Participant Experience 
 
Group Frequency Percent Cumulative Percent 
No Experience 37 48.7 48.7 
Most Experience 39 51.3 100.0 
TOTAL 76 100.0  
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Knowledge 
 A cluster of 12 items, Items 5-7 and Items 34-42, measured participant knowledge 
about transgender and gender-variant individuals. Although Items 5-7 measured 
knowledge of common myths about gender, they appeared under the heading “Common 
Beliefs About Transgender & Gender-Variant Individuals” on the survey. The term 
beliefs was chosen by the researcher because it was believed to be more neutral than the 
term myths which might have predisposed participants to answer in a specific way. For 
each item, participants were asked to indicate their agreement with a statement about 
gender using a 5-point Likert-type scale, with responses ranging from Strongly Disagree 
to Strongly Agree.  
On Item 5, more than half of the respondents disagreed (28.9%) or strongly 
disagreed (35.5%) with the statement, “An individual’s gender is determined exclusively 
by their biological sex.” Almost 20% of respondents agreed (14.5%) or strongly agreed 
(5.3%) with the statement. On Item 6, more than half of the respondents either disagreed 
(31.6%) or strongly disagreed (26.3%) with a statement indicating that “there are only 
two genders, boy (or man) and girl (or woman);” just over 30% of the teachers in the 
sample indicated that they either agreed (25%) or strongly agreed (5.36%) with the 
statement. Finally, on Item 7, more than three-quarters of the participants in the study 
indicated that they agreed (44%) or strongly agreed (34.7%) that “gender identity exists 
along a spectrum; not everyone identifies as boy/man or girl/woman.” Just over 10% of 
the sample disagreed, to some degree, with the statement. A complete summary of the 
responses to Items 5-7 appears in Table 25. 
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Table 25  
 
Level of Agreement with Commonly-Held Beliefs about Gender 
 
Survey Item 
Responses: n (%)  
Strongly 
Disagree 
Disagree Neutral Agree 
Strongly 
Agree 
5. An individual’s gender is 
determined exclusively by 
their biological sex. 
27 
(35.5) 
22 
(29) 
12 
(15.9) 
11 
(14.5) 
4 
(5.3) 
       
6. There are only two genders: 
boy (or man) and girl (or 
woman). 
20 
(26.3) 
24 
(31.6) 
9 
(11.9) 
19 
(25.0) 
4 
(5.3) 
       
7. Gender identity exists along a 
spectrum; not everyone 
identifies as boy/man or 
girl/woman. 
2 
(2.7) 
6 
(8) 
8 
(10.7) 
33 
(44) 
26 
(34.7) 
Note. N = 76 on Items 5 and 6, N = 75 on Item 7.  
 
The remaining items measured level of familiarity with or knowledge about nine 
recommended practices for working with transgender or gender-variant individuals. Each 
of the practices included an example of how the practice could be implemented in the 
classroom. For each item, participants were asked to rate their level of familiarity with 
the practice using a 5-point Likert-style scale, where responses ranged from Not at All 
Familiar to Very Familiar. An example of how each of the possible responses could be 
described was presented at the beginning of this section of the survey. A complete 
summary of the responses for items measuring familiarity with recommended practices 
appears in Table 26.  
The majority of teachers in the current sample indicated some level of familiarity 
with several practices, including: use of gender-neutral language, use of student’s 
preferred name, use of student’s preferred pronouns, grouping students according to 
characteristics not associated with gender, and consistent enforcement of anti-
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bullying/anti-discrimination policies. Use of a student’s preferred name emerged as the 
practice with which most educators were familiar, and nearly 70% of the teachers in the 
sample described themselves as “very familiar” with the practice. Analysis of responses 
indicated that fewer than 50% of teachers in the sample were familiar with the following 
recommended practices: use of inclusive curriculum, incorporation of visual 
representations of transgender and gender-variant individuals in the classroom, inclusion 
of books by and about transgender and gender-variant individuals in the classroom 
library, and classroom discussions about gender and gender diversity. Only 35% of the 
teachers in the current study described themselves as familiar with the recommendation 
about visual representations of gender minorities in the classroom. 
 
Table 26  
 
Familiarity with Class-wide Practices & Procedures for Working with Transgender and 
Gender-Variant Youth 
 
Survey Item 
Responses: n (%)  
Not at all 
Familiar 
Somewhat 
Unfamiliar 
Neutral 
Somewhat 
Familiar 
Very 
Familiar 
       
34. Use of gender-neutral 
language. 
Use of neutral terms such as 
“students” or “learners” or “friends” 
rather than “boys/girls” or 
“guys/gals” or “ladies/gentlemen.” 
0 
(0) 
0 
(0) 
7 
(9.2) 
27 
(35.5) 
42 
(55.3) 
       
35. Use of student’s preferred 
name. 
All students are asked to identify, and 
referred to by, the name they wish to 
be called rather than by their “legal 
name” or the name that appears on 
their official school record. 
0 
(0) 
0 
(0) 
4 
(5.3) 
20 
(26.3) 
52 
(68.4) 
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36. Use of student’s preferred 
pronouns. 
Students are asked to identify, and 
referred to by, their preferred 
pronoun(s) (e.g., he/him/his, 
she/her/hers, they/their/theirs, ze, hir, 
or some other term). 
0 
(0) 
2 
(2.7) 
7 
(9.3) 
33 
(44) 
33 
(44) 
       
37. Students are not grouped 
according to gender. 
Students are not separated into 
boy/girl groups or groups that are 
typically associated with gender 
markers (e.g., pink/blue, etc.). 
Gender-neutral terms are used as 
group or team names. 
1 
(1.3) 
5 
(6.6) 
7 
(9.2) 
25 
(32.9) 
38 
(50) 
       
38. Use of inclusive curriculum. 
All students are exposed to 
curriculum that includes transgender 
and gender-variant individuals. In 
history, inclusive curriculum includes 
openly discussing and exploring the 
accomplishments and experiences of 
transgender and gender-variant 
individuals. In ELA, inclusive 
curriculum may include reading 
books by transgender individuals or 
reading stories that include 
transgender or gender-variant central 
characters. 
10 
(13.2) 
16 
(21.1) 
13 
(17.1) 
23 
(30.3) 
14 
(18.4) 
       
39. Use of visual representations of 
transgender and gender-variant 
individuals. 
Images (e.g., posters and/or 
photographs) in the classroom 
include, or depict, transgender 
individuals and/or individuals whose 
gender expression does not 
necessarily conform to typical 
societal expectations. 
12 
(16) 
18 
(24) 
19 
(25.3) 
20 
(26.7) 
6 
(8) 
       
40. Inclusion of books by and 
about transgender and gender-
variant individuals in the 
classroom library.  
As a supplement to district 
curriculum, classroom libraries 
include books by and about 
transgender and gender-variant 
individuals which may be chosen for 
independent reading or research. 
10 
(13.3) 
15 
(20) 
19 
(25.3) 
21 
(28) 
10 
(13.3) 
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41. Classroom discussions about 
gender diversity. 
Students have an opportunity to 
discuss the experiences of gender 
minorities and issues of gender 
diversity openly in the classroom. 
14 
(18.4) 
11 
(14.5) 
13 
(17.1) 
23 
(30.3) 
15 
(19.7) 
       
42. Consistent enforcement of anti-
bullying and anti-harassment 
policies. 
Teachers respond directly to negative 
comments or teasing of others on the 
basis of gender identity or gender 
expression in a way that shows 
bullying/harassment is unacceptable. 
0 
(0) 
4 
(5.3) 
5 
(6.6) 
21 
(27.6) 
46 
(60.5) 
       
Note. N = 76 for all items with the exception of Items 36, 39, and 40, which each had a total of 75 
responses.  
 
Composite Score: Knowledge. A composite score representing knowledge about 
transgender individuals and recommended practices to support gender minority students 
was calculated for each participant based upon their responses to Items 5-7 and Items 34-
42. Participants could earn between 1 and 5 points for their responses to each item. For 
each item, response points were assigned as described in Appendix C. Responses on 
Items 5 and 6 were reverse coded. 
The frequency distribution for the Knowledge Composite appears in Table 27. 
Individual composite scores ranged from a minimum of 27 points to a maximum of 60 
points. The mean score was 45.4.  
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Table 27 
 
Frequency Distribution for Composite Scores Measuring Participant Knowledge 
 
Composite Score Frequency Percent Cumulative Percent 
27 1 1.3 1.3 
29 1 1.3 2.6 
30 1 1.3 4 
31 2 2.6 6.6 
32 1 1.3 7.9 
33 1 1.3 9.2 
34 1 1.3 10.6 
36 3 3.9 14.5 
38 4 5.3 19.8 
39 3 3.9 23.7 
40 2 2.6 26.3 
41 3 3.9 30.3 
42 2 2.6 32.9 
43 6 7.9 40.8 
44 2 2.6 43.4 
45 4 5.3 48.7 
46 5 6.6 55.3 
47 5 6.6 61.9 
48 2 2.6 64.5 
49 5 6.6 71.1 
50 2 2.6 73.7 
51 4 5.3 79 
52 1 1.3 80.1 
54 2 2.6 82.9 
55 4 5.3 88.2 
56 2 2.6 90.8 
57 2 2.6 93.43 
60 5 6.6 100 
TOTAL 76 100.0  
 
Attitudes 
 Fourteen items, Items 8-10, 12, and 43-52, measured the attitudes of participants 
towards transgender and gender-variant individuals. Four questions measured attitudes 
about transgender individuals, in general, and appeared under the heading “Common 
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Beliefs about Transgender & Gender-Variant Individuals” on the survey. As noted 
earlier, the term beliefs was chosen by the researcher because it was believed to be more 
neutral than the term attitudes, which might have predisposed participants to answer in a 
specific way. For each item, participants were asked to indicate their agreement with a 
statement representing commonly-held attitudes or values about the transgender or 
gender-variant community using a 5-point Likert-type scale, with responses ranging from 
Strongly Disagree to Strongly Agree. A complete summary of responses, by item, 
appears in Table 28.  
On Item 8, the overwhelming majority of respondents disagreed, to some level, 
with the statement, “Children should participate in activities and play that are appropriate 
for their biological sex.” Fewer than 10% of respondents indicated some level of 
agreement with the statement. On Item 9, more than three-quarters of the sample reported 
that they agreed, on some level, with a statement indicating that children should be 
encouraged to question and explore their gender if they wish to do so. On Item 10, over 
three-quarters of the participants in the study indicated that they agreed (36.8%) or 
strongly agreed (50%) that “Individuals should be able to express their gender identity in 
whatever ways feel comfortable for them.” On Item 12, just over 43% of the teachers 
surveyed indicated that they disagreed, and 25% indicated that they strongly disagreed, 
with the statement that “Issues of gender identity should not be addressed in schools by 
school personnel.”  
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Table 28 
 
Level of Agreement with Statements Describing Attitudes Toward Transgender and 
Gender-Variant Individuals 
 
Survey Item 
Responses: n (%)  
Strongly 
Disagree 
Disagree Neutral Agree 
Strongly 
Agree 
8. Children should participate in 
activities and play that are 
appropriate for their biological 
sex. 
32 
(42.1) 
32 
(42.1) 
6 
(7.9) 
5 
(6.6) 
1 
(1.3) 
       
9. Children should be encouraged 
to question, and explore, their 
gender identity if they wish to 
do so. 
2 
(2.6) 
4 
(5.3) 
12 
(15.8) 
38 
(50) 
20 
(26.3) 
       
10. Individuals should be able to 
express their gender identity in 
whatever ways feel 
comfortable for them. 
1 
(1.3) 
1 
(1.3) 
8 
(10.5) 
28 
(36.8) 
38 
(50) 
       
12. Issues of gender identity 
should not be addressed in 
schools by school personnel. 
19 
(25) 
33 
(43.4) 
14 
(18.4) 
8 
(10.5) 
2 
(2.6) 
Note. 1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 4 = Agree, 5 = Strongly Agree  
 
Nine items measured the acceptability, rather than the familiarity, of the 
previously-identified practices for working with transgender or gender-variant 
individuals. As in the previous section, each of the practices included an example of how 
the practice could be implemented in the classroom. For each item, participants were 
asked to rate the acceptability of each of the recommended practices using a 5-point 
Likert-style scale. Response options ranged Not at All Acceptable to Very Acceptable. 
An example of how each of the possible responses could be described, in terms of a 
participant’s willingness to consistently implement a policy, was presented at the 
beginning of this section of the survey. A complete summary of the responses for items 
43-51 appears in Table 29.  
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Respondents in the current study generally rated recommended practices 
favorably, indicating that they would either be willing to implement, or have already 
implemented, many of the practices in their classrooms. Consistent enforcement of anti-
bullying policies and the use of a students preferred name were the most highly endorsed 
practices. Nearly 83% of respondents indicated that they were very committed to 
consistently enforcing anti-bullying efforts in their classroom, and an additional 11% of 
the teachers surveyed rated the practice as “Somewhat Acceptable.” Over 75% of 
teachers in the survey described the use of a student’s preferred, rather than legal name, 
as “Very Acceptable,” and nearly 15% of teachers in the sample described the practice as 
“Somewhat Acceptable.”  
Three practices received “Acceptable” or “Very Acceptable” ratings by teachers 
in the current study less than 75% of the time. Use of visual representations of 
transgender and gender-variant individuals was described as “Very Acceptable” by 
almost 39% of respondents. One-third (33%) of the teachers surveyed described the 
practice as “Somewhat Acceptable.” Classroom discussions about gender diversity were 
described as “Very Acceptable” by 44% of the teachers in the sample while just over 
one-quarter of the sample described these discussions as “Somewhat Acceptable.” 
Finally, although nearly one-half (48%) of respondents described the use of inclusive 
curriculum as “Very Acceptable” and just over 20% of teachers in the current sample 
described the practice as “Somewhat Acceptable,” the use of inclusive curriculum was 
the lowest-rated practice, in terms of overall acceptability to respondents, in the current 
study. 
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Table 29 
 
Acceptability of Class-wide Practices & Procedures for Working with Transgender and 
Gender-Variant Youth 
 
Survey Item 
Responses: n (%)  
Not At All 
Acceptable 
Somewhat 
Unacceptable 
Neutral 
Somewhat 
Acceptable 
Very 
Acceptable 
       
43. Use of gender-neutral 
language. 
Use of neutral terms such as 
“students” or “learners” or 
“friends” rather than 
“boys/girls” or “guys/gals” or 
“ladies/gentlemen”. 
0 
(0) 
3 
(4) 
5 
(6.7) 
15 
(20) 
52 
(69.3) 
       
44. Use of student’s preferred 
name. 
All students are asked to 
identify, and referred to by, the 
name they wish to be called 
rather than by their “legal 
name” or the name that appears 
on their official school record. 
0 
(0) 
2 
(2.7) 
4 
(5.3) 
11 
(14.67) 
58 
(77.3) 
       
45. Use of student’s preferred 
pronouns. 
Students are asked to identify, 
and referred to by, their 
preferred pronoun(s) (e.g., 
he/him/his, she/her/hers, 
they/their/theirs, ze, hir, or 
some other term). 
0 
(0) 
2 
(2.7) 
10 
(13.3) 
12 
(16) 
51 
(68) 
       
46. Students are not grouped 
according to gender. 
Students are not separated into 
boy/girl groups or groups that 
are typically associated with 
gender markers (e.g., pink/blue, 
etc.). Gender-neutral terms are 
used as group or team names. 
2 
(2.7) 
2 
(2.7) 
6 
(8.1) 
12 
(16.2) 
52 
(70.3) 
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47. Use of inclusive 
curriculum. 
All students are exposed to 
curriculum that includes 
transgender and gender-variant 
individuals. In history, inclusive 
curriculum includes openly 
discussing and exploring the 
accomplishments and 
experiences of transgender and 
gender-variant individuals. In 
ELA, inclusive curriculum may 
include reading books by 
transgender individuals or 
reading stories that include 
transgender or gender-variant 
central characters.  
2 
(2.7) 
3 
(4) 
18 
(24) 
16 
(21.3) 
36 
(48) 
       
48. Use of visual 
representations of 
transgender and gender-
variant individuals. 
Images (e.g., posters and/or 
photographs) in the classroom 
include, or depict, transgender 
individuals and/or individuals 
whose gender expression does 
not necessarily conform to 
typical societal expectations. 
3 
(4) 
3 
(4) 
15 
(20) 
25 
(33.3) 
29 
(38.7) 
       
49. Inclusion of books by and 
about transgender and 
gender-variant individuals 
in the classroom library.  
As a supplement to district 
curriculum, classroom libraries 
include books by and about 
transgender and gender-variant 
individuals which may be 
chosen for independent reading 
or research. 
1 
(1.3) 
2 
(2.7) 
16 
(21.3) 
19 
(25.3) 
37 
(49.3) 
       
50. Classroom discussions 
about gender diversity. 
Students have an opportunity to 
discuss the experiences of 
gender minorities and issues of 
gender diversity openly in the 
classroom. 
1 
(1.3) 
3 
(4) 
18 
(24) 
20 
(26.7) 
33 
(44) 
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51. Consistent enforcement of 
anti-bullying and anti-
harassment policies. 
Teachers respond directly to 
negative comments or teasing 
of others on the basis of gender 
identity or gender expression in 
a way that shows 
bullying/harassment is 
unacceptable. 
 
0 
(0) 
0 
(0) 
5 
(6.7) 
8 
(10.7) 
62 
(82.7) 
Note. N = 75 for all items with the exception of Item 46, which had a total of 74 responses.   
 
 The final item in this section sought to understand barriers to implementation of 
recommended classroom-based practices for working with gender minority students. 
Teachers who indicated that they either had some reservations about, or were unwilling to 
implement one or more of the practices presented were asked to either select statements 
that more fully explained their thoughts and feelings or provide a self-created statement. 
Teachers were encouraged to check as many options as they felt applied to them. 
Twenty-eight individuals responded to Item 52. A complete summary of the responses 
for this item appears in Table 30. Just over 35% of teachers in the sample endorsed a 
statement indicating that they did not believe they had the skills needed to implement one 
or more of the practices. Approximately 32% of respondents indicated that they did not 
believe the practice was appropriate for their setting, and 32% of the participants 
indicated that they did not understand what one, or more, practice(s) entailed. Over 20% 
of educators in the sample provided their own response(s) which included: two-gender 
structure of language, fear of controversy, fear of presenting information that may  
conflict with a family’s beliefs, conflict with values of a faith-based school, and age of 
students. A complete list of the “Other” responses submitted by participants can be found 
in Appendix G.  
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Table 30 
 
Reservations About Implementing Recommended Practices for Working with Gender-
Minority Students 
 
Responses n % 
The practice is prohibited by my school or district. 3 10.7 
I do not believe this practice is appropriate for my setting. 9 32.1 
I do not believe this practice is necessary. 5 17.9 
I do not understand what this practice entails. 9 32.1 
I do not believe I have the skills to implement this practice. 10 35.7 
Other (Please specify)  6 21.4 
Note. N = 28 
 
Composite Score: Attitude. A composite score representing attitudes about 
transgender individuals and willingness to implement recommended practices to support 
gender minority students was calculated for each participant. Participants could earn 
between 1 and 5 points for their responses to each item in the composite. For each item, 
response points were assigned as described in Appendix C. Responses on Items 8 and 12 
were reverse coded. 
The frequency distribution for the Attitude Composite appears in Table 31. 
Individual composite scores ranged from a minimum of 12 points to a maximum of 65 
points. The mean score was 54.9 (SD = 9.1).  
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Table 31 
 
Frequency Distribution for Composite Scores Measuring Participant Attitudes 
 
Composite Score Frequency Percent Cumulative Percent 
12 1 1.3 1.3 
32 1 1.3 2.6 
37 3 3.9 6.6 
39 2 2.6 9.2 
45 3 3.9 13.2 
46 1 1.3 14.5 
47 2 2.6 17.1 
48 1 1.3 18.4 
49 1 1.3 19.8 
50 2 2.6 22.4 
51 1 1.3 23.7 
52 2 2.6 26.3 
53 3 3.9 30.3 
54 3 3.9 34.21 
55 1 1.3 36.6 
56 9 11.8 47.4 
57 5 6.6 54 
58 4 5.3 59.2 
59 5 6.6 65.8 
60 4 5.3 71.1 
61 6 7.9 78.9 
62 5 6.6 85.5 
63 4 5.3 90.8 
64 2 2.6 93.4 
65 5 6.6 100 
TOTAL 76 100.0  
 
Competence 
A group of eight items, Items 11 and 27-33, measured perceptions of competence, 
defined in the current study as beliefs about one’s ability to do something effectively or 
successfully when working with transgender and gender-variant youth.  On Item 11, 
educators were asked to use a 5-point Likert-style scale, with responses ranging from 
Strongly Disagree to Strongly Agree, to indicate their level of agreement with the 
statement, “I would be comfortable teaching an openly transgender student in my 
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classroom.” Nearly 94% of the individuals agreed or strongly agreed with the statement. 
Only one respondent indicated that they disagreed with the statement. A complete 
summary of responses to Item 11 appears in Table 32. 
 
Table 32 
 
Comfort Level for Teaching Transgender Students 
 
Survey Item 
Responses: n (%)  
Strongly 
Disagree 
Disagree Neutral Agree 
Strongly 
Agree 
11. I would be comfortable 
teaching an openly transgender 
student in my classroom. 
1 
(1.3) 
0 
(0) 
4 
 (5.26) 
26 
(34.2) 
45 
(59.2) 
 
Items 27-28 asked educators to use a 5-point Likert-style scale to describe how 
prepared they felt, from Very Unprepared to Very Prepared, to address the needs of 
LGBTQ students, in general, and transgender or gender-variant individuals, specifically, 
in their classrooms. Generally speaking, educators most commonly described themselves 
as “Somewhat Prepared” to meet the needs of LGBTQ students (46.1%) and transgender 
or gender-variant students (40.8%). The percentage of teachers in the sample who 
described themselves as “Very Prepared” to meet the needs of these populations of 
students ranged from 17.1%, for LGBTQ students, to nearly 15%, for transgender and 
gender-variant students. Just over 17% of participants described themselves as 
“Somewhat Unprepared” to meet the needs of LGBTQ students, and more than 6% of 
teachers described their preparedness to address the needs of LGBTQ students as “Very 
Unprepared.” The percentage of teachers in the study who described themselves as 
unprepared to meet the needs of transgender and gender-variant students was a little 
higher. Over 22% of teachers indicated that they were “Somewhat Unprepared,” and just 
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over 9% of the sample described themselves as “Very Unprepared,” to address the needs 
of transgender and gender-variant students. A complete summary of responses for this 
item appears in Table 33. 
 
Table 33 
 
Level of Preparedness Among Educators for Addressing the Needs of LGBTQ vs. 
Transgender and Gender-Variant Youth 
 
Survey Item 
Responses: n (%)  
Very 
Unprepared 
Somewhat 
Unprepared 
Neutral 
Somewhat 
Prepared 
Very 
Prepared 
27. How prepared do you feel to 
address the needs of LGBTQ 
students, in general, in your 
classroom or school? 
5 
(6.6) 
13 
(17.1) 
10 
(13.6) 
35 
(46.1) 
13 
(17.1) 
       
28. How prepared do you feel to 
address the needs of 
transgender and gender-
variant students, specifically, 
in your classroom? 
7 
(9.2) 
17 
(22.4) 
10 
(13.2) 
31 
(40.8) 
11 
(14.5) 
 
On Item 29, participants were asked to use a 5-point Likert-style scale, with responses 
ranging from Not At All Confident to Very Confident, to describe how confident they felt 
about their ability to work effectively with transgender and gender-variant students. The 
majority of teachers indicated that they were either “Somewhat Confident” (44.7%) or 
“Very Confident” (34.2%) about their ability to work with gender minority students. 
Almost 8% of the sample indicated that they felt “Somewhat Uncertain” about their 
ability to work effectively with transgender or gender-variant students, and only one 
respondent described themselves as “Not At All Confident.”  A complete explanation of 
responses for this item appears in Table 34. 
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Table 34 
 
Confidence in Own Ability to Work Effectively with Transgender and Gender-Variant 
Students 
 
Survey Item 
Responses: n (%)  
Not At All 
Confident 
Somewhat 
Uncertain 
Neutral 
Somewhat 
Confident 
Very 
Confident 
29. How confident are you about 
your ability to work effectively 
with transgender and gender-
variant students? 
1 
(1.3) 
6 
(7.9) 
9 
 (11.8) 
34 
(44.7) 
26 
(34.2) 
 
On Items 30 and 32, participants used a 5-point Likert-style scale, with responses 
ranging from Very Unprepared to Very Prepared, to indicate how prepared they felt to 
provide information about or referrals to transgender and gender-variant students in both 
the school setting and in the community. More than half of the teachers in the survey 
indicated, on Item 30, that they felt either “Somewhat Prepared” (40.8%) or “Very 
Prepared” (15.8%) to provide information or referrals to school-based personnel to 
transgender and gender-variant students. Approximately one-quarter of the respondents 
indicated that they did not feel prepared to share information or school-based referrals 
with transgender and gender-variant students. Nearly 20% of those individuals described 
themselves as “Somewhat Unprepared,” while 4% described themselves as “Very 
Unprepared.”  
In contrast, on Item 32, more than 70% of the sample indicated that they did not 
feel prepared to provide information about community-based organizations to 
transgender or gender-variant students and/or their parents. The percentage of individuals 
who described themselves as “Very Unprepared” versus individuals who described 
themselves as “Somewhat Unprepared” was fairly consistent (34.2% and 36.8%, 
respectively). Nearly 16% of the teachers in the sample described themselves as 
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“Somewhat Prepared” to share information about community-based organizations with 
gender minorities. Only one participant described themselves as “Very Prepared” to share 
information about community organizations working with and/or services for members of 
the transgender and gender-variant community. A summary of all the responses received 
on Items 30 and 32 appears in Table 35. 
 
Table 35 
 
Level of Preparedness Among Educators for Providing Transgender and Gender-Variant 
Students with Referrals for School vs. Community 
 
Survey Item 
Responses: n (%)  
Very 
Unprepared 
Somewhat 
Unprepared 
Neutral 
Somewhat 
Prepared 
Very 
Prepared 
30. How prepared do you feel to 
provide information or 
referrals to school-based 
personnel to transgender and 
gender-variant students? 
3 
(4) 
15 
(19.7) 
15 
(19.7) 
31 
(40.8) 
12 
(15.8) 
       
32. How prepared do you feel to 
provide information about 
community-based 
organizations to transgender 
and gender-variant individuals 
and/or their parents or 
caregivers? 
26 
(34.2) 
28 
(36.8) 
9 
(11.8) 
12 
(15.8) 
1 
(1.3) 
 
 On Item 31, teachers were asked to identify the school personnel or programs to 
which they would be most likely to refer transgender and gender-variant students. 
Respondents could choose as many responses as they deemed appropriate. A complete 
list of the teacher responses can be found in Table 36. The school-based support most 
commonly-identified by teachers was the Guidance Counselor (82.9%). School 
Psychologists were identified as a resource 42% of the time and other School 
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Administrators were selected nearly 37% of the time. School Social Workers, LGBTQ 
Staff Members, GSA Advisor(s), and Gay-Straight Alliance were endorsed by 21-28% of 
participants. Approximately 5% of the sample indicated that they would share some 
“Other” school-based resource with transgender and gender-variant students. Responses 
for “Other” personnel included: “Myself! I am the GSA advisor and an out lesbian 
teacher,” Behavioral Health Worker, School Nurse, and “It would really vary according 
to why they need to be referred.” 
 
Table 36 
 
School Personnel and Programs for Transgender and Gender-Variant Students 
 
Responses to Item 31 n % 
Guidance counselor 63 82.9 
Social worker 21 27.6 
School psychologist 32 42.1 
LGBTQ staff member 21 27.6 
Administrator (Principal, Vice-Principal, or Dean) 28 36.8 
GSA advisor 18 23.7 
Gay-Straight Alliance (GSA) 16 21.1 
School-based peer counseling program 2 2.6 
There is no one at my school to whom I would be 
comfortable referring students. 
3 4.0 
Other (Please specify) 4 5.3 
 
On Item 33, teachers were asked to identify the community-based resources or 
programs they would be most likely to share with transgender and gender-variant 
students. A complete list of the teacher responses can be found in Table 37. Just over 
25% of respondents indicated that they would share the name of a local LGBTQ youth 
program. Over 67% of the respondents indicated that they were not familiar with any 
community-based resources servicing transgender or gender-variant individuals. Two 
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respondents indicated that they would share an “Other” resource. They noted, “I would 
like to improve my familiarity here – I am new to the area as well” and “MYA (Mainline 
Youth Alliance) … for HS aged students.” 
 
Table 37 
 
Community-Based Resources and Programs for Transgender and Gender-Variant 
Students 
 
Responses to Item 33 n % 
Local LGBTQ youth program 19 25.7 
Local LGBTQ community center 7 9.5 
Local PFLAG chapter 3 4.0 
Local organization serving transgender individuals 14 18.9 
State organization serving transgender individuals 4 5.4 
I am not familiar with any community-based resources 
serving transgender or gender-variant individuals. 
50 67.6 
I would not be comfortable sharing information about 
community-based programs serving transgender or gender-
variant individuals. 
6 8.1 
Other (Please specify) 2 2.7 
Note. N = 74 
 
Composite Score: Competence. A composite score representing perceived 
competence for working with transgender and gender-variant individuals was calculated 
for each participant. Participants could earn between 1 and 5 points for their responses to 
each item associated with the composite. For each item, response points were assigned as 
described in Appendix C. 
The frequency distribution for the Competence Composite appears in Table 38. 
Individual composite scores ranged from a minimum of 8 points to a maximum of 30 
points. The mean score was 20.9 (SD = 4.8).  
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Table 38 
 
Frequency Distribution for Composite Scores Measuring Perceived Competence 
 
Composite Score Frequency Percent Cumulative Percent 
8 1 1.3 1.3 
10 1 1.3 2.6 
11 1 1.3 3.9 
12 2 2.6 6.6 
13 2 2.6 9.2 
14 2 2.6 11.8 
15 2 2.6 14.5 
16 2 2.6 17.1 
17 1 1.3 18.4 
18 7 9.2 27.6 
19 4 5.3 32.9 
20 6 7.9 40.8 
21 8 10.5 51.3 
22 9 11.8 63.2 
23 6 7.9 71.1 
24 7 9.2 80.3 
25 2 2.6 82.9 
26 4 5.3 88.2 
27 3 3.9 92.1 
28 2 2.6 94.7 
29 3 3.9 98.7 
30 1 1.3 100.0 
TOTAL 76 100.0  
 
Research Question 1  
The first research question sought to identify teacher perceptions of policies that 
schools have implemented to support transgender and gender-variant students. The 
question was divided into two parts.   
Part 1. The first part of the first research question asked, “How do school policies 
and climates supporting sexual minority students (LGBTQ), in general, impact teachers’ 
knowledge of, attitude towards, and perceived competence for working with transgender 
and gender-variant students?”  
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Part 2. The second part of the first research question asked, “How do school 
policies, and climates supporting gender minority students, specifically, relate to 
teachers’ knowledge of, attitude towards, and perceived competence for working with 
transgender and gender-variant students?”  
The first research question aimed to understand how perceptions of inclusivity, as 
reflected through school policies and practices, were related to teacher knowledge about, 
attitude towards, and perceived competence for working with transgender and gender-
variant students. Because policies and practices supporting gender minority students are 
often combined or embedded within policies and practices supporting sexual minorities, 
survey responses supporting gender minority students were weighted more heavily than 
survey responses supporting sexual minorities. As noted earlier, due to the number of 
participants whose responses indicated a lack of familiarity or knowledge about the 
policies or practices with respect to either sexual- or gender-minority students at their 
work sites, it was not possible to create groups representing “inclusive” or “gender-
affirming” schools.  
Weighted responses did, however, allow for a correlation analysis between 
perceptions of inclusivity, the first area of the survey, and the following survey areas: 
knowledge about, attitudes toward, and perceived competence for working with 
transgender students. The results of the correlation analysis are summarized in Table 39.  
A weak positive correlation was established between Inclusivity and Knowledge 
about transgender and gender-variant youth, r(74) = .38, p = .001. A moderate positive 
correlation was established between Inclusivity and Perceived Competence for working 
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with gender minority students, r(74) = .48, p < .001. There was no remarkable correlation 
between Inclusivity and Attitude toward transgender and gender-variant students. 
Moderate positive correlations were also observed between Knowledge and 
Attitudes, r(74) = .64, p < .001; Knowledge and Perceived Competence, r(74) = .59, p < 
.001, as well as Attitude and Perceived Competence, r(74) = .46, p < .01.  
 
Table 39 
 
Correlation of Inclusivity, Knowledge, Attitude, and Competence 
 
 Knowledge Attitude Competence 
 Correlation (P-value) 
Inclusivity .379 (.001)* .147 (.205) .484 (.000)* 
Knowledge  .642 (.000)* .590 (.000)* 
Attitude   .462 (.000)* 
Note. * = Statistically significant correlation 
 
Research Question 2 
The second research question asked, “How does training relate to teachers’ 
knowledge about, attitude towards, and perceived competence for working with 
transgender and gender-variant students?” Two hypotheses were generated depending on 
the type of training participants had received.  
The first hypothesis predicted that teachers with more training about the LGBT 
community, as a whole, would be more knowledgeable about, have more positive 
attitudes toward, and report higher levels of perceived competence for working with 
transgender and gender-variant students than educators with limited training about the 
LGBTQ community. The second hypothesis predicted that educators who had received 
training specifically about transgender and gender-variant individuals would report the 
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highest levels of knowledge about, most positive attitudes toward, and higher levels of 
perceived competence for working with transgender and gender-variant students.  
To address this research question, one-way ANOVAs were conducted to measure 
the effects of training on teacher knowledge about, attitudes toward, and perceived 
competence for working with transgender and gender-variant individuals. Means and 
Standard Deviations for each of these variables are summarized, by training level, in 
Table 40. Although the mean scores for Knowledge, Attitude, and Competence all 
increased with training, the differences observed were not statistically significant. 
ANOVA results are summarized in Table 41.  
 
Table 40 
 
Means and SDs for the Knowledge, Attitude and Competence Composite Scores for the 
Survey Respondents Grouped by Level of Training 
 
    Knowledge  Attitude  Competence 
Training Level  n  M SD  M SD  M SD 
No Training  26  42.15 8.52  53.88 8.68  20.12 4.93 
Some Training   29  45.86 6.74  55.07 10.35  20.28 4.55 
Most Training  21  48.90 7.96  55.95 7.89  22.71 4.61 
 
 
 
 
Table 41  
 
F-tests of the Knowledge, Attitude and Competence Composite Score Differences Among 
the Survey Respondents Grouped by Level of Training 
 
Composite F df Significance R-Squared 
Knowledge 4.514 2 .014 .110 
Attitude .303 2 .739 .008 
Competence 2.185 2 .120 .056 
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Research Question 3 
The third research question asked “How does experience with gender minorities 
relate to teachers’ knowledge about, attitude towards, and perceived competence for 
working with transgender and gender-variant students?” It was hypothesized that 
educators who have had direct experience with members of the transgender community 
would be more knowledgeable about the needs of, have more positive attitudes toward, 
and report higher levels of perceived competence than educators who have little or no 
direct experience with individuals representing gender minorities. 
As described earlier, respondents were divided into two groups based on the total 
amount of their previous experience—personal and professional—with individuals who 
identify as transgender or gender-variant. The means and standard deviations, by group, 
were calculated for each dependent variable. Descriptive statistics for each condition 
appear in Table 42.  
Independent t-tests were conducted to determine if a significant difference, 
between groups, existed with respect to each of the three areas of focus for the study. 
Table 43 depicts complete results of the t-tests. No statistically significant difference was 
noted for either Knowledge or Attitude based on previous experience with transgender 
individuals. However, participants who reported more previous experience with 
transgender individuals also reported higher levels of perceived Competence for working 
with gender minorities (M = 22.36, SD = 4.1) than participants with limited—or no—
previous experience with members of the transgender community (M = 19.35, SD = 
4.97). The results of the t-test analysis indicated that the difference between groups was 
significant, t(74) = 2.88, p < .005, d = .66.  
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Table 42 
 
Means and SDs for the Knowledge, Attitude and Competence Composite Scores for the 
Survey Respondents Grouped by Amount of Experience 
 
    Knowledge  Attitude  Competence 
Experience Level  n  M SD  M SD  M SD 
No Experience  37  43.41 7.82  52.65 10.06  19.35 4.97 
Experience  39  47.36 7.94  57.05 7.56  22.36 4.13 
 
 
 
 
Table 43 
 
T-tests of the Knowledge, Attitude and Competence Composite Score differences among 
the Survey Respondents Grouped by Amount of Experience 
 
 
Composite 
 
t 
 
df 
 
Significance 
Mean  
Difference 
Standard Error of 
The Difference 
Cohen’s 
D 
Knowledge 2.19 74 .032 3.95 1.81 -- 
Attitude 2.17 74 .034 4.40 2.03 -- 
Competence 2.88 74 .005 3.01 1.05 .66 
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Chapter 5: Discussion 
Summary and Significance of the Findings 
 The current study is unique in that it explores teacher perspectives about working 
with transgender and gender-nonconforming youth in Grades K-12. Although some 
studies measuring attitudes towards school-aged transgender students have been 
conducted with school counselors and school psychologists, relatively few studies have 
focused exclusively on the perspectives of teachers with respect to working with gender 
minority students. The current survey study was designed to explore how perceptions of 
school inclusivity as reflected through school policy and climate, training, and experience 
were related to knowledge about, attitudes toward, and perceived competence for 
working with transgender and gender-variant youth among educators. 
 Research Question 1. The first research question sought to identify what kinds of 
policies schools have implemented to support transgender and gender-variant students 
and understand how educators’ perceptions of those policies and practices influence their 
perspectives about working with gender minorities. It was hypothesized that teachers who 
worked in more inclusive schools would have greater knowledge about, more positive 
attitudes towards, and higher levels of perceived competence for working with gender 
minority youth. Although responses to the question were initially intended to be divided 
into two groups—based on school- and district-wide policies and procedures supporting 
either LGBTQ students, in general, or transgender and/or gender-variant students, 
specifically—which would have allowed a comparison between types of inclusive 
programs, the response patterns of participants ultimately precluded this type of analysis.  
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A correlation analysis showed a mild, positive association between measures of 
inclusivity and teacher knowledge as well as a moderate, positive association between 
measures of inclusivity and perceptions of competence among educators. Generally 
speaking, individuals who work in schools that have established policies and procedures 
that protect and support gender minorities appear more knowledgeable about, and feel 
more prepared to meet the needs of, this population of students. No significant 
relationship was observed between inclusivity and teacher attitude in the present study. 
While no statement about causation can be made on the basis of correlation, the absence 
of any relationship between variables suggests that familiarity with school policies and 
practices appears to have little, if any, bearing on the willingness of teachers in the 
current study to implement practices to support gender minority students. 
Moderate positive correlations were also observed between Knowledge and 
Attitudes, r(74) = .64, p < .001 and  Knowledge and Perceived Competence in teachers, 
r(74) = .59, p < .001. This association shows that educators who are more knowledgeable 
about supportive practices are more likely to be willing to implement recommended 
practices and feel more competent in their interactions with transgender and gender-
variant students. A moderate correlation was also established between Attitude and 
Perceived Competence, r(74) = .46, p < .01 which suggests that willingness to implement 
practices to support minority students may make educators feel more confident in their 
ability to do so. 
Analysis of responses to questions designed to measure the relative inclusiveness 
of schools showed that approximately one-quarter of the schools in the area have 
established specific policies to protect transgender and gender-variant students. A very 
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large percentage of the participants in the study, however, are not familiar with the 
specific policies of the schools and districts where they teach. While most of the 
participants in the current study are aware that their schools have formal anti-bullying 
and/or anti-discrimination policies, it seems that teachers are not at all clear about who is 
protected by those policies. Similar trends were observed by Kolbert (2016).  
Teachers in the current study appeared largely familiar with Gay-Straight 
Alliances, but noted that these student organizations exist in just over 30% of the schools 
in the study. The number of GSAs, as reported by teachers in the current study, is 
significantly lower than that identified by LGBTQ students in the most recent National 
Climate Study (just over 50% in 2017).  
Approximately one-third of the teachers who participated in the study were either 
unaware of the existence of Safe Zones in the school where they teach or lacked 
familiarity with the concept of a Safe Zone for students. More than half of the teachers 
surveyed were not knowledgeable about school library holdings with respect to books 
about topics of either sexual or gender diversity. To date, these supports have not been 
well explored in research. 
Despite their overall lack of familiarity and knowledge about school policies and 
practices, more than one-half of the teachers in the current study described their schools 
as welcoming to and inclusive of transgender and gender-variant students. Over 40% of 
the teachers in the current study indicated that they believed their schools provide 
adequate support to gender minority students. These response patterns are consistent with 
previous research where a majority of teachers described their schools as supportive of 
sexual minority students (Kolbert, 2016). 
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Research Question 2.  The second research question sought to understand how 
training is related to teachers’ knowledge of, attitudes toward, and perceived competence 
for working with transgender and gender-variant students. Two hypotheses were 
generated. 
Hypothesis 1. It was predicted that teachers with more training about the LGBTQ 
community, as a whole, would be more knowledgeable about, have more positive 
attitudes toward, and higher levels of perceived competence for working with transgender 
and gender-variant students than educators with limited training about the LGBTQ 
community.  
Hypothesis 2. It was further predicted that educators who have received training 
specifically about transgender and gender-variant individuals would report the highest 
levels of knowledge about, positive attitudes toward, and perceived competence for 
working with transgender and gender-variant students.  
Consistent with previous research (Larrabee & Morehead, 2008; Kitchen & 
Bellini, 2012), the majority of teachers in the current study reported receiving little pre-
service training about working with members of the LGBTQ community, in general, or 
the transgender community, more specifically. Just over one-quarter of the participants in 
the current study reported participating in professional development activities about the 
LGBTQ community, and nearly 20% of the participants in the current study reported 
participating in additional training specifically about the needs and experiences of 
transgender and gender-variant individuals.  
During the current study, potential responses for questions about training related 
to the LGBTQ community as a whole, and transgender and gender-variant individuals 
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specifically, were weighted such that individuals who had participated in more specific 
training would earn a higher score on the training composite.  
Consistent with previous research (Larrabee & Morehead, 2008; Kitchen & 
Bellini, 2012), results of the current study demonstrated that overall knowledge about 
transgender individuals, and recommended practices for supporting these students in 
schools, increased as a result of training. In the current study, increases in training 
typically resulted in a gain of between 2-3 points on mean composite scores for 
Knowledge. While individuals who had received little or no training had a mean score of 
42 (SD = 8.52) on the Knowledge composite, the mean Knowledge composite score for 
individuals who reported receiving some training was 45.86 (SD = 6.74) and the mean 
score for individuals who received the most training was 48.9 (SD = 7.96). Despite this 
observed increase in mean, however, the difference between training groups was not 
significant. 
No statistically significant differences in mean Attitude or Competence 
composites between training groups were observed, which suggests that increased 
amounts of training have little effect on either teacher attitudes towards transgender 
students or their willingness to implement practices to support gender minority students. 
This finding seems to support observations by Smith and Payne (2016) who noted that 
educators often appeared resistant to making structural changes in their classrooms, as 
well as findings from Silveira and Goff (2016) who noted that the actions of teachers 
towards LGBT students did not consistently reflect their values or the importance they 
placed on providing support to LGBT students. Increased training, based on the results of 
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the current study, does not appear to significantly improve educator perceptions of 
competence for working with gender minority students in school settings. 
Research Question 3. The third research question examined how experience with 
gender minorities is related to teachers’ knowledge of, attitudes toward, and perceived 
competence for working with transgender and gender-variant students. It was 
hypothesized that educators with direct experience—either personal or professional—
with members of the transgender community would be more knowledgeable about the 
needs of, have more positive attitudes toward, and report higher levels of perceived 
competence than educators who have limited or no direct experience with gender 
minorities. 
The results of the current study, with respect to support for this hypothesis, were 
mixed. In the current study, previous experience with transgender or gender-variant 
individuals was associated with increased levels of perceived competence, in teachers, for 
working with gender minorities. Specifically, participants who reported more previous 
experience with transgender individuals also reported higher levels of perceived 
competence for working with gender minorities (M = 22.36, SD = 4.13) than participants 
with limited, or no, previous experiences with members of the transgender community 
(M = 19.35, SD = 4.97). A moderate effect size was noted for this statistically significant 
difference between groups. In the current study, experience was not associated with 
increases in either knowledge about, or attitude towards transgender and gender-variant 
individuals, among participants. In other words, experience with trans and gender-variant 
individuals appears to make educators feel more confident about and competent in their 
interactions with members of the trans community, but does not necessarily translate to 
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increases in either knowledge about how to best support trans individuals or an 
individual’s willingness to implement supportive practices in their own classroom. 
Implications for Future Practice   
Research has well established that LGBTQ students are at higher risk for negative 
outcomes—both academically and emotionally—than straight and cisgender youth 
(Kosciw et al, 2018). Academically, LGBTQ students experience poorer outcomes such 
as increased rate of violence and bullying, greater discrimination, higher rates of absence, 
and lower GPA (Kosciw et al., 2018; Grossman et al., 2009; Grossman et al., 2011). They 
often have lower educational aspirations and attain lower levels of education than peers 
(Kosciw et al., 2018). LGBTQ individuals are also at higher risk for a myriad of social 
and emotional problems including increased rates of: stigmatization, rejection by family 
members, poor self-esteem, anxiety, depression, substance use, and suicidal ideation and 
behavior (Kosciw et al., 2018; Grossman et al., 2009; Robinson & Espelage, 2011; 
Almeida et al. 2009; Garafalo et al., 1999; Robin et al., 2002; Eisenberg & Resnick, 
2006; Silenzio et al., 2007; and Kann et al., 2016). Transgender students are 
disproportionately affected by these outcomes (James et al., 2016; Grossman & 
D’Augelli, 2007; Goldblum et al., 2012; and Toomey et al., 2018). 
Although some schools have become more accepting and supportive of LGBTQ 
students, many schools still offer rather limited support to their most vulnerable students. 
The present study demonstrated that even the most accepting and supportive educators 
are unclear about, or lack competence with, school policies and practices serving LGBTQ 
students. They also lack familiarity with both school- and community-based 
organizations that support gender minorities. Within the school setting, teachers who are 
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generally supportive of sexual and gender-minority students are not typically involved in 
roles that would outwardly reveal that they are allies to these individuals. This last 
observation is somewhat surprising in light of the generally positive responses of teachers 
in the current study, although similar observations were made by Swanson and Gettinger 
(2016) who found that teacher actions towards LGBTQ students did not consistently 
reflect their beliefs and values.  
In spite of the fact that access to supportive teachers and staff within the school 
setting is consistently identified as a protective factor for LGBTQ students, results of the 
current study show that training for pre-service teachers remains quite low. The current 
study also shows that post-certification training is also rather limited. When training does 
occur, only limited attention is paid to the unique needs and experiences of transgender 
and gender-variant youth.  
The results of the current study further highlight the need for increased training 
for educators, both at the preservice level and through ongoing professional development 
to teachers who are currently working with some of the most vulnerable members of the 
student bodies in the schools where they teach. Providing educators with general 
knowledge about gender minority individuals is an important step in building a firm 
foundation of knowledge among staff.  Such training is typically well received by 
teachers who may not realize just how little they know about gender identity and 
expression (Smith & Payne, 2016). 
 It is also imperative that additional supports for LGBTQ students are established 
in schools. There are many steps school personnel can take to establish more inclusive 
schools. One of the obvious ways to strengthen visible support to students is through the 
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establishment of GSAs, especially given the positive outcomes for students who attend 
schools where these groups exist. But establishing GSAs is not enough, nor may it be 
appropriate in every environment. Educators at all levels can help establish more 
inclusive schools by visibly displaying Safe Space stickers or signs which help students 
know that the person displaying the sticker is an ally to the LGBTQ community. In the 
classroom, teachers can take care to learn the preferred names and pronouns of all of their 
students, and continually reflect about how their classroom and teaching practices affect 
gender minority students. 
It is also important that curricula become more inclusive. The GLSEN, Teaching 
Tolerance, and Pennsylvania Department of Education websites all have multiple 
resources, including lesson plans, available for teachers who wish to create more 
inclusive classroom lessons and spaces.  
School and classroom libraries should include a variety of age-appropriate books 
about sexuality and gender available to all students, especially since many students may 
turn to books as a way to try to understand themselves and find connection with others. 
There is an ever-growing selection of books about transgender and gender-variant 
individuals being published currently. Ideally, library holdings should include a mix of 
fiction and nonfiction materials. While many of these titles are best suited for preteens 
and adolescents, children’s literature about trans and gender-variant individuals is also 
expanding rapidly. Classroom libraries, especially at the elementary level, offer 
wonderful opportunities for younger children to learn about diversity both directly, 
through non-fiction texts like I Am Jazz and fiction like Sparkle Boy, and indirectly, 
though books like Red and Neither. A partial list of books that may be of interest to 
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individuals working with transgender and gender-variant children can be found in 
Appendix H. 
School-based mental health providers have important roles to play as well, not 
just as advocates for students, but also as resources for teachers, administrators, and 
parents of gender minority students. School-based psychologists and counselors are able 
to provide training and resources both to other school-based staff and parents. They are 
uniquely positioned to establish relationships with community-based providers and 
organizations that work with gender minority students and serve as liaisons between 
community providers and parents. A partial list of national and local community-based 
resources serving transgender and gender-variant individuals appears in Appendix I. 
Limitations 
The current study used survey data to examine the relationship between 
perceptions of inclusive school policies and climate, training, and direct experience on 
teachers’ knowledge of, attitudes about, and perceived competence for working with 
transgender and gender-variant youth and adolescents. Over the course of the study, a 
number of limitations emerged which should be considered in light of the findings. 
First, the survey used in the current study was created by the investigator. 
Although several questions measuring knowledge about and attitudes toward transgender 
individuals were adapted from survey items used in similar research, and the proposed 
survey was reviewed by a small group of educators in the investigator’s personal 
network, the entire survey did not undergo a rigorous review process nor was it possible 
to establish reliability and validity with other measures. Although the survey measured 
some policies related to programming (e.g., participation in extra-curricular activities) 
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and use of facilities by transgender and gender-variant students, other policies (e.g., 
school uniforms) were not explored. It is also possible that some survey items were either 
unclear to participants or did not adequately measure what the investigator intended. 
Further, the structure and format of questions, as well as the response choices available to 
participants, may have influenced participant responses in unforeseen ways. For instance, 
after completing the questionnaire, one individual shared that the school where she 
teaches does not have a library, a choice that was not available to her during the survey. 
She further pointed out that the questions about knowing a transgender person—in either 
a personal or professional capacity—assume that the person taking the survey is aware 
that an individual is transgender. It is possible that teachers know transgender individuals, 
but do not realize that their gender expression and/or gender identity is different from 
their assigned sex. She suggested that an option like, “I am not aware of knowing any 
transgender people” might be an interesting, and perhaps more accurate, choice.  
  Other limitations to the current study are related to the sample itself. First, 
participation in the current study was limited to individuals in a relatively small 
geographic area thereby limiting how widely the results of the current study can be 
generalized. It is likely that the opinions and experiences of the current sample may not 
be representative of those from individuals in other parts of the country. Further, there 
were no responses from several counties in the target area. It is possible that individuals 
who work in those areas may have different perspectives than those who ultimately 
participated in the current study. It is also possible that findings from the current study 
may not necessarily reflect the values and beliefs of individuals who were not well 
represented in the sample (e.g., individuals who work in rural areas). 
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An additional limitation to the current study is that of selection bias. The sample 
in the current study was made up of individuals who volunteered to complete the survey 
and was not a randomized sample. It is possible that individuals who chose to complete 
the sample are more likely to self-identify as advocates for members of the LGBTQ 
and/or transgender communities. They may be more accepting of transgender and/or 
gender-variant individuals than members of the general population. It is also possible that 
results of the current study were influenced by other factors such as gender of 
participants. The sample in the current study was primarily female, therefore it is possible 
that the attitudes of males, whose participation in the study was limited, may differ. 
Further, although participants in the current study were a mix of ages, some age-bands 
were better represented than others. Finally, because no information about ethnic or 
cultural identity was collected, there is no way to know if culture plays a mediating role 
in the attitudes of teachers. 
Issues with distribution of the survey itself may also have affected the 
composition of the sample in the current study. As noted earlier, invitations were sent by 
email to principals of public and private schools in the target area. Distribution lists for 
Pennsylvania, Delaware, and Maryland were created by the investigator through internet 
research about schools in the area. Not all private schools have a website, and thus were 
not included on the distribution list. This was especially true for many faith-based schools 
as well as schools serving small bodies of students. Further, some public districts appear 
to limit the amount of information posted on their websites. For instance, it is common 
for schools in both the Reading School District and the School District of Philadelphia to 
list the names, but not the contact information, of their administrators and faculty. 
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Additionally, the return rate for email invitations sent into the community was highest for 
New Jersey. Contact information for principals in NJ was obtained in the form of a 
spreadsheet available through the state department of education website. It is possible 
that information contained on the spreadsheet was no longer valid at the time the survey 
was released. Finally, even if invitations were received by school principals, it is possible 
that information about the study never actually reached teachers in the area. A few 
schools either declined to participate, or indicated that they could not participate without 
approval of their superintendent and/or school board. However, the majority of principals 
and/or school administrators contacted did not respond to either the initial or follow-up 
email. It is unclear how many principals either did not receive the invitation, due to 
spam-filtering software, or received the invitation but elected not to distribute the survey 
to faculty members. In talking with principals and school administrators who received the 
invitation to participate, the researcher learned that some administrators had reservations 
about making further demands on or requests of staff. Other school leaders did not feel 
that participation in the study was relevant to the students they served, especially when 
the schools primarily served elementary-aged students. Still other principals, especially 
those at faith-based schools, felt that the survey was not a good match for their setting 
due to potential conflicts with the mission of the school and/or potential complaints from 
either faculty or parents.  
An additional factor that affected the selection of the sample was the exclusionary 
criteria itself. One of the criteria to be included in the study required that participants be 
certified teachers, either at the time of the study or during the 2017/2018 school year. As 
one potential participant pointed out via an email to the investigator, this criterion 
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effectively eliminated many teachers at private schools, including himself, since 
certification is often not a prerequisite for employment.  
Another factor which limited the study was the calendar. Data for the current 
study was collected for several weeks beginning in late October. The timeline for 
participation included multiple holidays and associated school vacations. For many 
teachers in the area surrounding Philadelphia, the release of the survey also coincided 
with the release of grades for the first marking period in schools/districts following a 
trimester schedule. Some teachers may have been prevented from participation in the 
study due to the number of increased demands—both personal and professional—at this 
time of the year.  
Finally, in spite of the fact that no identifying information about participants was 
collected, it is possible that participants who chose to participate in the survey attempted 
to answer questions in ways that would receive social approval. Sexual orientation and 
gender expression and identification are still considered somewhat controversial by many 
educators and continue to be stigmatized. While many of the administrators who received 
the survey reacted positively, others expressed significant hesitation about passing the 
survey on to their colleagues and/or faculty. 
Future Research 
Results of the current study reveal multiple opportunities for future research. 
Given the relatively small sample size and restricted geographic location of the current 
study, future research efforts should focus on expanding both the size of the sample as 
well as the geographic regions included in futures studies in order to ensure that findings 
can be generalized. Increasing the geographic region of future studies will also allow for 
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comparison of both opinions and experiences among educators from different areas of the 
country.  
Inclusion/exclusion criteria should also be reviewed prior to further research using 
this measure. As one of the potential respondents pointed out, restricting the survey to 
certified teachers creates a bias against teachers who work in many private schools who 
may not be required to have a state-issued teaching certificate. Expanding the target 
audience to “educators,” more generally, would also allow opportunities for other school 
staff (e.g., teaching assistants, school support staff, and other personnel such as bus 
drivers) to reflect on how recommendations to support transgender and gender non-
conforming students are implemented in their work with students. 
If future research using a larger sample is to be conducted, researchers may wish 
to add a survey question to address school policies and practices surrounding student 
uniforms. Future researchers may also wish to refine or edit the possible responses of the 
questions measuring school facilities (e.g., media center or library) as well as questions 
measuring previous experience with transgender individuals to address feedback received 
from participants in the current study. 
Future researchers may also wish to provide more opportunities for educators to 
reflect on potential barriers to implementation of recommended practices. In the current 
study, participants were presented with just one question measuring barriers to 
implementation regardless of how many practices they may have described as 
unacceptable. Due to the design of the current study, it is not possible to determine which 
practices educators believe are inappropriate for their setting and which practices 
educators do not have the skills to implement. Future researchers may also wish to 
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specifically present the barriers-to-implementation question to any educator who 
describes the acceptability of any practice as “neutral” since that particular response was 
specifically defined as having reservations about implementation. In the current study, 
only 28 responses were received for the question measuring barriers to implementation 
while the number of “Not At All Acceptable/Somewhat Unacceptable/Neutral” responses 
to practices presented in this section of the survey was much higher.  
Individuals wishing to conduct future research in this area may also wish to 
consider how to elicit more information from participants, either by allowing more 
opportunities to reflect on questions in writing (e.g., allowing more opportunities for 
open-ended responses) or by altering the format of the study in some way (e.g., 
conducting focus groups with selected educators). In addition to asking teachers to 
describe the acceptability of various recommended practices, questions and/or potential 
responses could be added or re-worded in such a way as to show if educators had already 
implemented the recommended practice prior to participation the study. 
Finally, as suggested by Silveira and Goff (2016) it would be interesting if future 
research offered an opportunity for the perspectives of educators to be directly compared 
to perspectives from students attending the school, especially students who self-identify 
as members of the broader transgender community. Responses to questions measuring the 
acceptability, to teachers, of recommended practices to support transgender and gender-
variant students in the current study were overwhelmingly positive, which is consistent 
with findings of other research studies (Silveira & Goff, 2016). However, results of the 
most recent National Climate Survey conducted by GLSEN suggest that large numbers of 
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sexual- and gender-minority students remain marginalized and might perceive the school 
setting differently than adults in the school.  
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Appendix A: Recruitment Materials—Letter to Principals 
 
Dear Principal/Head of School:  
 
I am nationally certified school psychologist currently working on my doctoral-level 
degree in school psychology at the Philadelphia College of Osteopathic Medicine. As part of 
my dissertation research, I have developed a survey designed to assess teacher perspectives 
about working with transgender and gender-variant youth.  
 
I would appreciate your help to distribute information about the study, and a survey 
link, to the teachers in your building. Participation in this survey is completely voluntary. No 
identifying information about participants or schools will be collected through the survey. 
Teachers may withdraw from the study, or discontinue the survey, at any time. The survey 
may be accessed using the link below, and should take approximately 15-20 minutes to 
complete. 
 
https://www.surveymonkey.com/r/transgenderyouth_wl 
 
Responses from participants will enable me to better understand school policies, what 
local educators know about working with transgender and gender-variant youth, and what 
types of training teachers have received about working with gender minorities. There are no 
foreseen risks to participating in the survey. In appreciation for their time, teachers who 
complete the survey will be provided with instructions about how to enter a drawing to win 
one of three Amazon gift cards.  
 
By completing the survey, participants are giving permission for their responses to be 
utilized in the current research study. Responses are anonymous and cannot be linked to 
individual teachers, or schools, in any way.   
 
If you would like additional information or have questions about the current study, 
please feel free to contact me by phone at 484-416-0385 or by email at 
charlacu@pcom.edu.You may also contact Dr. Terri Erbacher, dissertation chair, at 
terrierb@pcom.edu. If you are interested in receiving information about the findings of this 
study, please contact me directly through either the email address or phone number listed 
above.  
 
This study has been approved by the Philadelphia College of Osteopathic Medicine 
Institutional Review Board.  For further information on this approval, please contact the 
Research Compliance Specialist at 215-871-6782. 
 
Sincerely, 
 
Charla J. Curtis, Ed.S., NCSP 
Philadelphia College of Osteopathic Medicine 
Psy.D. Doctoral Candidate 
TEACHER PERSPECTIVES ON TRANSGENGER YOUTH 148 
 
Appendix B: Recruitment Materials—Announcement for Social Media 
 
 
 
 
 
Research Opportunity for Educators in the Greater Philadelphia Metropolitan Area 
 
 
Are you a teacher willing to complete a survey about your training and 
experience in working with transgender and gender-variant youth? 
 
I am nationally certified school psychologist currently working on my doctoral-level 
degree in school psychology at the Philadelphia College of Osteopathic Medicine. As 
part of my dissertation research, I have developed a survey designed to assess teacher 
perceptions about working with transgender and gender-variant youth. 
 
You are eligible to participate in this study if you currently teach students in Grades K-12 
in the Greater Philadelphia Metropolitan Area, or if you were employed to do so during 
the 2017/2018 school year. All survey responses are anonymous and cannot be linked to 
you, or your school, in any way. Most participants will need 15-20 minutes to complete 
the survey. 
 
https://www.surveymonkey.com/r/transgenderyouth_sm 
 
Please share this announcement, and the survey link, with your colleagues. 
 
For additional information, contact the responsible investigator, Charla J. Curtis, Ed.S. by 
phone at 484-416-0385 or by email at charlacu@pcom.edu. You may also contact Dr. 
Terri Erbacher, principal investigator and dissertation chair, at terrierb@pcom.edu. 
 
This study has been approved by the Philadelphia College of Osteopathic Medicine 
Institutional Review Board.  For further information on this approval, please contact the 
Research Compliance Specialist at 215-871-6782. 
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Appendix C: Survey 
 
 
Transgender and Gender-Variant Youth: Teacher Knowledge, Attitudes,  
and Perceived Levels Competence 
 
 
Introduction 
 
Purpose of the Study: The purpose of this study is to understand teacher perceptions 
about working with transgender and gender-variant youth. Additional questions 
provide you with an opportunity to reflect on the relative inclusivity of both the school 
where you work and your own classroom.  
 
Please read the following information carefully as you consider participating in the study. 
 
Details About the Study: During the study you will complete a survey.  Your 
participation in this study is completely voluntary. After verifying your eligibility to 
participate in the survey, you may choose not to answer any question(s) that you are not 
comfortable answering. You may withdraw from the study, or discontinue the survey, at 
any time. 
   
Time Required: The survey will take approximately 15-20 minutes to complete and 
should be completed in one session. 
 
Possible Risks: There are no foreseen risks to participating in the survey. No identifying 
information will be collected during the study. Your responses are completely 
anonymous and cannot be linked to you, or your school, in any way. 
 
Potential Benefits: Although there are no direct benefits to you for participating in this 
research project, your responses on the survey will enable me to better understand what 
local educators know about working with transgender and gender-variant youth, what 
types of training you have received about working with gender minorities, and how your 
school currently supports these individuals.  
 
Additional Information: If you would like additional information or have questions 
about the current study, please feel free to contact the responsible investigator, Charla J. 
Curtis, Ed.S. by phone at 484-416-0385 or by email at charlacu@pcom.edu.You may also 
contact Dr. Terri Erbacher, principal investigator and dissertation chair, at 
terrierb@pcom.edu. If you are interested in receiving information about the findings of 
this study, please contact Ms. Curtis directly through either the email address or phone 
number listed above.  
 
In appreciation for your participation in the current study, you may enter a drawing to 
win one of three Amazon gift cards. At the end of the survey, individuals who wish to 
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enter the drawing will be asked to send a message to the researcher via email. Individual 
responses to the survey will not be linked to drawing entries in any way.  
 
 
Important Terminology Used in the Survey 
 
The term gender identity refers to an individual’s internal sense or experience of being a 
man, a woman, neither gender, both genders, or (an)other gender(s). 
 
The term transgender refers to individuals whose gender identity differs from their 
assigned sex.  
 
The terms gender-variant or gender-nonconforming are used to describe individuals 
whose gender expression does not conform to traditional cultural or social expectations 
for their assigned sex.  
 
The term sexual orientation refers to whom individuals are romantically, emotionally, 
and sexually attracted. An individual can be attracted to: members of the opposite sex 
(heterosexual), members of the same sex (homosexual, gay, or lesbian), or to individuals 
from both sexes (bisexual).   
 
 
1. Please indicate your interest and willingness to participate in the current study. 
 
 I want to participate in the current study. Take me to the survey 
questions.  
 I do not want to participate in the current study. Please let me exit. 
 
 
 Inclusion/Exclusion Criteria 
 
2. Are you currently employed as a teacher in an educational setting that serves 
students in any grades K-12?  
 
 Yes 
 No  
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3. In which part of the Greater Philadelphia Metropolitan area do you teach? 
 
 Pennsylvania   New Jersey 
 Berks   Atlantic 
 Bucks   Burlington 
 Chester   Camden 
 Delaware   Cape May 
 Montgomery   Cumberland 
 Philadelphia   Gloucester 
    Salem 
 Delaware    
 Kent   Maryland 
 New Castle   Cecil County 
     
 I do not teach in any of the counties listed above. 
 
4. Do you hold a current teaching certificate (either temporary/provisional, 
permanent, or emergency)?   
 
 Yes 
 No 
 
{Individuals who answer “No” to any of the questions in this section, or who indicate 
that they work outside the target area will not be allowed to participate in the study 
and will be redirected to a page with a disqualification statement.} 
 
Common Beliefs About Transgender & Gender-Variant Individuals 
 
For each of the following statements, indicate your level of agreement:  
 
5. An individual’s gender is determined exclusively by their biological sex.  
 
     
Strongly 
Disagree 
Disagree Neutral Agree Strongly 
Agree 
{+5 Points} {+ 4 Points} {+ 3 Points} {+ 2 Points} {+ 1 Point} 
 
6. There are only two genders, boy (or man) and girl (or woman). 
 
     
Strongly 
Disagree 
Disagree Neutral Agree Strongly 
Agree 
{+5 Points} {+ 4 Points} {+ 3 Points} {+ 2 Points} {+ 1 Point} 
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7. Gender identity exists along a spectrum; not everyone identifies as a boy/man or 
girl/woman. 
 
     
Strongly 
Disagree 
Disagree Neutral Agree Strongly 
Agree 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
8. Children should participate in activities and play that are appropriate for their 
biological sex. 
 
     
Strongly 
Disagree 
Disagree Neutral Agree Strongly 
Agree 
{+5 Points} {+ 4 Points} {+ 3 Points} {+ 2 Points} {+ 1 Point} 
 
9. Children should be encouraged to question, and explore, their gender identity if 
they wish to do so. 
 
     
Strongly 
Disagree 
Disagree Neutral Agree Strongly 
Agree 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
10. Individuals should be able to express their gender identity in whatever ways feel 
comfortable for them. 
 
     
Strongly 
Disagree 
Disagree Neutral Agree Strongly 
Agree 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
11. I would be comfortable teaching an openly transgender student in my classroom.  
 
     
Strongly 
Disagree 
Disagree Neutral Agree Strongly 
Agree 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
12. Issues of gender identity should not be addressed in schools by school personnel.3  
 
     
Strongly 
Disagree 
Disagree Neutral Agree Strongly 
Agree 
{+5 Points} {+ 4 Points} {+ 3 Points} {+ 2 Points} {+ 1 Point} 
                                                 
3
 Item 12 originally appeared in a survey measuring the attitudes of school psychologists towards 
transgender students. The item was included in the survey for the current study with permission from 
Sommer Bowers and Todd A. Savage.  
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District-Wide and School-Based Policies & Practices 
 
13. The school where I work has a formal anti-bullying and/or anti-discrimination 
policy. 
 
 Yes {+ 1 Point} 
 No {+ 0 Points} 
 I don’t know if my school has a formal policy. {+ 0 Points} 
 
14. Please check the box that best reflects your understanding of the anti-
discrimination or anti-bullying policy at the school where you work with respect to 
individuals of different sexual orientations and/or gender identities.  
 
 The policy specifically protects individuals of different sexual 
orientations. {+ 1 Point} 
 The policy specifically protects individuals of different gender 
identities. {+ 2 Points} 
 The policy specifically protects individuals of different sexual 
orientations and individuals of different gender identities. 
{+ 2 Points} 
 The policy does not specifically protect individuals of different sexual 
orientations or gender identities. {+ 0 Points} 
 I do not know who is specifically protected by my school’s anti-
bullying/anti-discrimination policy. {+ 0 Points} 
 
15. Please select, from the options below, the statement that best describes your 
school’s policies regarding the use of building facilities (e.g., restrooms, locker 
rooms, dressing rooms, etc.) by transgender and gender-variant individuals. 
 
 
 All students use facilities that align with their gender identity. {+2 Points} 
 Transgender or gender-variant individuals use specified, usually 
private, facilities within the school building (e.g., the bathroom  
in the nurse’s office). {+1 Point} 
 All students are free to use designated gender-neutral facilities   
(e.g., unisex bathroom in the hallway, etc.). {+2 Points} 
 Students in my school use facilities based on their sex assigned at   
birth. {+ 0 Points} 
 I don’t know my school’s policy about the use of school facilities by    
transgender and gender-variant individuals. {+ 0 Points} 
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16. Please select, from the options below, the statement that best describes your 
school’s policies regarding the participation in school-based activities (e.g., sports, 
performing arts, extra-curricular activities, etc.) by transgender and gender-
variant individuals.                 
 
 Participation in sports programs and other school-based activities is 
based on a student’s sex assigned at birth (e.g., a transgender 
female would not be permitted to compete on a girls-only sports 
team or sing in a girls-only acapella group). {+ 0 Points} 
 All students may participate in school activities and clubs that align 
with their gender identity (e.g., a transgender male may play on a 
boys-only sports team or sing in a boys-only acapella group).        
{+ 2 Points} 
 Transgender or gender-variant individuals may only participate in 
school clubs and activities that include both genders (e.g., choir or 
band). {+ 1 Point} 
 I don’t know my school’s policy about transgender and gender-variant     
individuals’ participation in sports or other school-based activities. 
{+ 0 Points} 
 
17. The school where I work has a GSA (Gay-Straight Alliance).  
 
 Yes {+1 Point} 
 No {+ 0 Points} 
 I don’t know. {+ 0 Points} 
 
18. There are formally-identified Safe Zones, or Safe Spaces, at the school where I 
work.  
 
 Yes {+ 1 Point} 
 No {+ 0 Points} 
 I don’t know if there are formally identified Safe Zones, or Safe 
Spaces, at my school. {+ 0 Points} 
 I don’t know what a Safe Zone, or Safe Space, is. {+ 0 Points} 
 
19. The library at my school has books about lesbian, gay and/or bisexual individuals 
and/or topics.  
 
 Yes {+ 1 Point} 
 No {+ 0 Points} 
 I don’t know if the library at my school has books about sexual 
diversity. {+ 0 Points} 
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20. The library at my school has books about transgender and/or gender-variant 
individuals and/or gender diverse topics.  
 
 
 Yes {+ 1 Point} 
 No {+ 0 Points} 
 I don’t know if the library at my school has books about gender 
diversity. {+ 0 Points} 
 
21. I feel that the climate of the school where I work is welcoming to and inclusive of 
transgender and gender-variant students. 
 
     
Strongly 
Disagree 
Disagree Neutral Agree Strongly 
Agree 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
22. I feel that the climate of the school where I work provides adequate support to 
transgender and gender-variant students.  
 
     
Strongly 
Disagree 
Disagree Neutral Agree Strongly 
Agree 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
 
Experiences with Transgender and/or Gender-variant Individuals 
 
23. In the course of your career, have you ever worked with someone who identified as 
transgender or gender-variant? 
 
 Yes {+ 1 Point} 
 No {+ 0 Points} 
 
24. If you answered “Yes” to the previous question, please describe the individual’s 
relationship to you. Check all that apply. 
 
 Student, in my class 
 Other student in the school 
 Parent/Guardian of student 
 Faculty Member 
 Staff Member 
 Administrative Personnel 
 Parent Volunteer 
 Community Liaison 
 Other, Please Specify:   
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25. Outside of your role as a teacher, have you ever personally known an individual 
who identified as transgender or gender-variant? 
 
 Yes {+ 1 Point} 
 No {+ 0 Points} 
 
26. If you answered “Yes” to the previous question, please describe the individual’s 
relationship to you. Check all that apply. 
 
 Self 
 Parent 
 Sibling 
 Partner/Spouse 
 Child 
 Other Relative 
 Close Friend 
 Personal Acquaintance 
 Other, Please Specify:   
 
27. How prepared do you feel to address the needs of LGBTQ students, in general, in 
your classroom or school? 
 
     
Very  
Unprepared 
Somewhat 
Unprepared 
Neutral Somewhat 
Prepared 
Very 
Prepared 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
28. How prepared do you feel to address the needs of transgender and gender-
variant students, specifically, in your classroom?  
 
     
Very  
Unprepared 
Somewhat 
Unprepared 
Neutral Somewhat 
Prepared 
Very 
Prepared 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
29. How confident are you about your ability to work effectively with transgender or 
gender-variant students? 
 
     
Not at All 
Confident 
Somewhat 
Uncertain 
Neutral 
 
Somewhat 
Confident 
Very  
Confident 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
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30. How prepared do you feel to provide information, or referrals to school-based 
personnel, to transgender or gender-variant students? 
 
     
Very  
Unprepared 
Somewhat 
Unprepared 
Neutral 
 
Somewhat 
Prepared 
Very 
Prepared 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
31. To which school personnel/programs would you be most likely to refer 
transgender or gender-variant individuals?  (Check all that apply)  
 
 Guidance Counselor  
 Social Worker  
 School Psychologist  
 LGBTQ Staff Member  
 Administrator (Principal/Vice Principal/Dean) 
 GSA Advisor   
 Gay-Straight Alliance  
 Student Peer-Counseling Program 
 There is no one at my school to whom I would be comfortable referring students. 
 Other, Please Specify:  
 
32. How prepared are you to provide information about community-based 
organizations to transgender or gender-variant individuals and/or their parents 
or caregivers? 
 
     
Very  
Unprepared 
Somewhat 
Unprepared 
Neutral 
 
Somewhat 
Prepared 
Very 
Prepared 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
33. To which community-based resources or programs would you be most likely to 
refer transgender or gender-variant individuals and/or their parents or 
caregivers?  (Check all that apply) 
 
 Local LGBTQ Youth Program 
 Local LGBTQ Community Center 
 Local PFLAG Chapter 
 
Local organization serving transgender 
individuals 
 
State organization serving transgender 
individuals 
 I am not familiar with any community-based resources serving 
transgender or gender-variant individuals. 
 I would not be comfortable sharing information about community-based 
programs serving transgender or gender-variant individuals. 
 Other, Please Specify:  
TEACHER PERSPECTIVES ON TRANSGENGER YOUTH 158 
 
Familiarity with Class-Wide Practices & Procedures for Working with Transgender 
and Gender-Variant Youth 
 
Use the scale below to rate your level of familiarity with or knowledge about each of 
the following nine recommended practices for working with transgender or gender-
variant students.   
 
Not at all Familiar  
“I have never heard of/do not know anything about this practice.” 
Somewhat Unfamiliar  
“I have not heard much about this practice.” or “ I do not really understand  
how it might be implemented in a classroom setting” 
Neutral 
“I have some vague familiarity with this practice, but am 
not especially knowledgeable about how to implement the practice.” 
Somewhat Familiar 
 “I have heard the practice described and have some understanding  
about how the practice might be implemented.” 
Very Familiar 
 “I am familiar with the practice and its implementation” or “I have already 
successfully implemented this practice in my classroom.” 
 
34. Use of gender neutral language 
 
Use of neutral terms such as “students” or “learners” or “friends” rather than “boys/girls” or “guys/gals” or 
“ladies/gentlemen.” 
  
     
Not at All 
Familiar 
Somewhat 
Unfamiliar 
Neutral 
 
Somewhat 
Familiar 
Very  
Familiar 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
35. Use of student’s preferred name 
 
All students are asked to identify, and referred to by, the name they wish to be called rather than by their “legal 
name” or the name that appears on their official school records. 
  
     
Not at All 
Familiar 
Somewhat 
Unfamiliar 
Neutral 
 
Somewhat 
Familiar 
Very  
Familiar 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
36. Use of student’s preferred pronouns 
 
All students are asked to identify, and referred to by, their preferred pronoun(s) (e.g., he/him/his, she/her/hers, 
they/their/theirs, ze, hir, or some other term). 
  
     
Not at All 
Familiar 
Somewhat 
Unfamiliar 
Neutral 
 
Somewhat 
Familiar 
Very  
Familiar 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
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37. Students are not grouped according to gender 
 
Students are not separated into boy/girl groups or groups that are typically associated with gender markers 
(e.g., pink/blue, etc.). Gender-neutral terms are used as group or team names. 
  
     
Not at All 
Familiar 
Somewhat 
Unfamiliar 
Neutral 
 
Somewhat 
Familiar 
Very  
Familiar 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
38. Use of inclusive curriculum 
 
All students are exposed to curriculum that includes transgender and gender-variant individuals. In history, 
inclusive curriculum includes openly discussing and exploring the accomplishments of transgender and 
gender-variant. In ELA, inclusive curriculum may include reading books by transgender individuals and/or 
reading stories that include transgender or gender-variant central characters. 
  
     
Not at All 
Familiar 
Somewhat 
Unfamiliar 
Neutral 
 
Somewhat 
Familiar 
Very  
Familiar 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
39. Use of visual representations of transgender and gender-variant individuals 
 
Images (e.g., posters and photographs) in the classroom include or depict transgender individuals and/or 
individuals whose gender expression does not necessarily conform to typical societal expectations. 
 
     
Not at All 
Familiar 
Somewhat 
Unfamiliar 
Neutral 
 
Somewhat 
Familiar 
Very  
Familiar 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
40. Inclusion of books by and about transgender and gender-variant individuals in the 
classroom library 
 
As a supplement to the district curriculum, classroom libraries include books by and about transgender and /or 
gender-variant individuals which may be chosen for individual reading and research. 
 
     
Not at All 
Familiar 
Somewhat 
Unfamiliar 
Neutral 
 
Somewhat 
Familiar 
Very  
Familiar 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
41. Classroom discussions about gender diversity 
 
Students have an opportunity to discuss the experiences of gender minorities and issues of gender diversity 
openly in the classroom. 
 
     
Not at All 
Familiar 
Somewhat 
Unfamiliar 
Neutral 
 
Somewhat 
Familiar 
Very  
Familiar 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
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42. Consistent enforcement of anti-bullying and anti-harassment policies 
 
Teachers respond directly to negative comments or teasing of others on the basis of gender identity or gender 
expression in a way that shows that bullying/harassment is unacceptable. 
 
     
Not at All 
Familiar 
Somewhat 
Unfamiliar 
Neutral 
 
Somewhat 
Familiar 
Very  
Familiar 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
 
Implementing Class-Wide Practices & Procedures for Working with Transgender 
and Gender-Variant Youth 
 
Use the scale below to indicate how acceptable each of the following 
recommendations for working with TRANSGENDER or GENDER-VARIANT 
students is to you. In other words, how willing would you be to consistently implement 
the recommended practice in your classroom?  
 
Not at all Acceptable  
 “I would not be willing to implement this practice in my classroom.” 
Somewhat Unacceptable 
 “I have a number of serious reservations about trying to implement 
this practice in my classroom.” 
Neutral 
“I am ambivalent about implementing this practice. I have some reservations, but 
 would be willing to learn more about how to implement this practice effectively.” or  
“I am open to exploring this recommendation in more depth and would consider 
implanting the practice in the future.” 
Somewhat Acceptable 
 “I would like to implement this practice in my classroom, but I have some questions 
about how to do so effectively.” or “I am in the process of implementing, but have not 
fully implemented, this practice in my classroom.” 
Very Acceptable 
 “I am very committed to implementing, or have already implemented, 
 this practice in my current classroom.” 
 
43. Use of gender neutral language 
 
Use of neutral terms such as “students” or “learners” or “friends” rather than “boys/girls” or “guys/gals” or 
“ladies/gentlemen.” 
  
     
Not at All 
Acceptable 
Somewhat 
Unacceptable 
Neutral 
 
Somewhat 
Acceptable 
Very  
Acceptable 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
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44. Use of student’s preferred name 
 
All students are asked to identify, and referred to by, the name they wish to be called rather than by their “legal 
name” or the name that appears on their official school records. 
  
     
Not at All 
Acceptable 
Somewhat 
Unacceptable 
Neutral 
 
Somewhat 
Acceptable 
Very  
Acceptable 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
45. Use of student’s preferred pronouns 
 
All students are asked to identify, and referred to by, their preferred pronoun(s) (e.g., he/him/his, she/her/hers, 
they/their/theirs, ze, hir, or some other term). 
  
     
Not at All 
Acceptable 
Somewhat 
Unacceptable 
Neutral 
 
Somewhat 
Acceptable 
Very  
Acceptable 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
46. Students are not grouped according to gender 
 
Students are not separated into boy/girl groups or groups that are typically associated with gender markers 
(e.g., pink/blue, etc.). Gender-neutral terms are used as group or team names. 
  
     
Not at All 
Acceptable 
Somewhat 
Unacceptable 
Neutral 
 
Somewhat 
Acceptable 
Very  
Acceptable 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
47. Use of inclusive curriculum 
 
All students are exposed to curriculum that includes transgender and gender-variant individuals. In history, 
inclusive curriculum includes openly discussing and exploring the accomplishments of transgender and 
gender-variant. In ELA, inclusive curriculum may include reading books by transgender individuals and/or 
reading stories that include transgender or gender-variant central characters. 
  
     
Not at All 
Acceptable 
Somewhat 
Unacceptable 
Neutral 
 
Somewhat 
Acceptable 
Very  
Acceptable 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
48. Use of visual representations of transgender and gender-variant individuals 
 
Images (e.g., posters and photographs) in the classroom include or depict transgender individuals and/or 
individuals whose gender expression does not necessarily conform to typical societal expectations. 
 
     
Not at All 
Acceptable 
Somewhat 
Unacceptable 
Neutral 
 
Somewhat 
Acceptable 
Very  
Acceptable 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
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49. Inclusion of books by and about transgender and gender-variant individuals in the 
classroom library 
 
As a supplement to the district curriculum, classroom libraries include books by and about transgender and /or 
gender-variant individuals which may be chosen for individual reading and research. 
 
     
Not at All 
Acceptable 
Somewhat 
Unacceptable 
Neutral 
 
Somewhat 
Acceptable 
Very  
Acceptable 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
50. Classroom discussions about gender diversity 
 
Students have an opportunity to discuss the experiences of gender minorities and issues of gender diversity 
openly in the classroom. 
 
     
Not at All 
Acceptable 
Somewhat 
Unacceptable 
Neutral 
 
Somewhat 
Acceptable 
Very  
Acceptable 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
51. Consistent enforcement of  anti-bullying and anti-harassment policies 
 
Teachers respond directly to negative comments or teasing of others on the basis of gender identity or gender 
expression in a way that shows that bullying/harassment is unacceptable. 
 
     
Not at All 
Acceptable 
Somewhat 
Unacceptable 
Neutral 
 
Somewhat 
Acceptable 
Very  
Acceptable 
{+1 Point} {+ 2 Points} {+ 3 Points} {+ 4 Points} {+ 5 Points} 
 
52. If you indicated that you have some reservations about, or are unwilling to 
implement, one or more of the aforementioned practices in your classroom (e.g., 
you selected “Not at all Acceptable,” “Somewhat Unacceptable,” or “Neutral”), 
please indicate which of the following statements best reflect your thoughts and 
feelings. Check all that apply. 
 
 This practice is prohibited by my school or district.  
 I do not believe this practice is appropriate for my setting.  
 I do not believe this practice is necessary.  
 I do not understand what this practice entails.  
 I do not believe I have the skills to implement this practice. 
 Other:  
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Education and Training  
 
53. Describe your highest level of education and the amount of additional credits, if 
any, that you have earned.  
 
 Bachelor’s Degree or Equivalent 
 Bachelor’s + 15 
 Bachelor’s + 30 
 Bachelor’s + 45 
 Master’s Degree or Equivalent 
 Master’s + 15 
 Master’s + 30 
 Master’s + 45 
 Master’s + 60 
 Doctoral Degree or Greater 
 
54. How many years of teaching experience do you have?   
 
 Less than 1 year 
 1-3 years 
 4-5 years 
 6-10 years 
 11-15 years 
 16-20 years 
 21-25 years 
 More than 25 years 
 
55. When did you complete your initial teacher training?  
 
 I am currently enrolled in a teacher training program. 
 Within the past 12 months 
 1-5 years ago 
 6-10 years ago  
 11-15 years ago 
 16-20 years ago 
 More than 20 years ago 
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56. Many teacher training programs include coursework focused on working with 
individuals from diverse backgrounds and/or multicultural issues. This type of 
training is one way that teachers may learn about working with individuals from 
the Lesbian, Gay, Bisexual, Transgender and Queer (LGBTQ) community.  
 
Please indicate, what type of information about transgender and gender-variant 
individuals was included in your teacher training program? 
 
 My teacher training program included information about transgender 
and gender-variant individuals as part of general training about the 
larger LGBTQ community. {+ 1 Point} 
 My teacher training program included information about transgender or 
gender-variant individuals, specifically. {+ 2 Points} 
 My teacher training program did not include any information about the 
experiences and needs of transgender or gender-variant 
individuals. {+ 0 Points} 
 My teacher training program did not include any information about the 
LGBTQ community. {+ 0 Points} 
 
57. Outside of the training that you received in your teacher training program, what 
type of training have you received about transgender and/or gender-variant 
individuals? This can include online trainings, in-service presentations, workshops, 
seminars, etc.  
 
 I have participated in training where information about transgender and 
gender-variant individuals was provided as part of general training 
about the larger LGBTQ community. {+ 1 Point} 
 I have received specific training about transgender or gender-variant 
individuals. {+ 2 Points} 
 I have not participated in any training that included information about 
the LGBTQ community. {+ 0 Points} 
 I have not participated in any training that included information about 
transgender or gender-variant individuals. {+ 0 Points} 
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The next three questions ask about training related to the LGBTQ community in 
general, or as a whole.  
58. How much additional training or professional development about the LGBTQ 
community, in general, have you received?  
 
 No training  {+ 0 Points} 
 Less than 5 hours {+ 1 Point} 
 6-10 hours {+ 2 Points} 
 11-15 hours {+ 2 Points} 
 16-20 hours {+ 2 Points} 
 More than 20 hours {+ 2 Points} 
 
59. Describe the format of the training about the LGBTQ community, in general, 
that you have received?  (Check all that apply) 
 
 Lecture/Panel Discussion 
 Workshop/Inservice  
 Video Series 
 Webinar 
 Book 
 Other (Please specify) ________________________ 
 
60. Thinking about the training about the LGBTQ community you have received, how 
well represented were the experiences and needs of transgender or gender-
variant individuals? 
 
     
Very 
Underrepresented  
Somewhat 
Underrepresented  
Neutral Somewhat 
Represented 
Very Well 
Represented 
     
 
The next three questions ask about training specifically related to TRANSGENDER 
and GENDER-VARIANT Individuals. 
 
61. How much additional training or professional development have you received 
specifically about transgender or gender-variant individuals?  
 
 None {+ 0 Points} 
 Less than 5 hours {+ 1 Points} 
 6-10 hours {+ 2 Points} 
 11-15 hours {+ 2 Points} 
 16-20 hours {+ 2 Points} 
 More than 20 hours {+ 2 Points} 
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62. What percentage of the training you have received about transgender or gender-
variant individuals has focused specifically on the needs and experiences of youth 
and adolescents? 
 
 None 
 Less than 25% 
 25-50%  
 51-75%  
 More than 75% 
 
63. Describe the format of your specific training about transgender or gender-
variant individuals?  (Check all that apply) 
 
 Lecture/Panel Discussion 
 Workshop/Inservice  
 Video Series 
 Webinar 
 Book 
 Other (Please specify) ________________________ 
 
Information About the School Where You Teach 
64. Describe the setting where you teach.  
 
 Rural 
 Suburban 
 Urban 
 Prefer not to answer 
 
65. Describe the type of school where you teach. (Check all that apply) 
 
 Public 
 Private 
 Parochial 
 Independent 
 Charter 
 Cyber 
 Other (Please specify) ________________________ 
 Prefer not to answer 
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66. Describe the grade level of the students you teach. 
 
 Elementary (K-3) 
 Intermediate (4-6) 
 Middle (6-8) 
 High (9-12) 
 Prefer not to answer 
 
67. Describe the subject matter that you teach.  
 
 General Education (All four primary subjects: ELA, Math, Social 
Studies and Science) 
 Specific Subject(s) _____________________________ 
 Prefer not to answer 
 
68. I am personally involved with the GSA (Gay-Straight Alliance) at the school 
where I work. 
 
 Yes {+ 1 Point} 
 No {+ 0 Points} 
 Prefer not to answer {+ 0 Points} 
 
69. My classroom, or office, is a formally identified as a Safe Zone or Safe Space. 
 
 Yes {+ 1 Point} 
 No {+ 0 Points} 
 Prefer not to answer {+ 0 Points} 
 
Demographic Information 
 
70. What is your gender?  
 
 Male/Man 
 Female/Woman 
 Transgender 
 Other (Please Specify) ____________________ 
 Prefer not to answer 
 
71. What is your age? 
 
 20-29 
 30-39 
 40-49 
 50-59 
 60-69 
 70+ 
 Prefer not to answer  
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Appendix D: Distribution and Alignment of Survey Questions 
 
Topic/Category Items 
# of Total 
Questions 
Agreement to Participate 1 1 
Inclusion/Exclusion  2-4 3 
Inclusivity: 
School/District Policy 
13-16 (Nominal data) 4 
Inclusivity: 
School Climate 
17-20 (Nominal data) 
21-22 (Ordinal data) 
6 
Teacher Training 
56-57, 59 and 63 (Nominal data) 
58, and 60-62 (Ordinal data) 
8 
Experience 23-26, 68, and 69 (Nominal data) 6 
Knowledge 5-7, and 34-42 (Ordinal data) 12 
Attitudes 
8-10, 12, and 43-51 (Ordinal data) 
52 (Nominal data) 
14 
Competence 
11, 27- 30 and 32 (Ordinal data) 
31 and 33 (Nominal data) 
8 
Demographic Info. 
53-55, 64-67, and 70-71 (Mixed data types) 
 
9 
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Appendix E: Other Types of Schools 
 
In addition to the possible responses listed in Item 65 of the survey, participants used the 
following terms to describe the school setting where they teach: 
 
 Faith-based, but not Catholic 
 Arts Magnet School 
 Alternative Special Services 
 Career and Technical 
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Appendix F: Other Subject(s) Taught 
 
Table F1 
 
Frequency of “Other” Responses to Questions About Subject(s) Taught by Respondents 
(Item 67) 
 
Response n 
Art
a 
2 
CTE 1 
German 1 
Gifted 1 
Health and Phys. Ed 1 
Instructional Coach 4 
Italian 1 
Language Arts/ELA 2 
Library 1 
Math
b
 4 
Montessori (3-6) 1 
Music 1 
Principal of the Arts Magnet School 1 
Reading Specialist 1 
Science
b and c 
5 
Spanish 2 
Special Education 5 
Speech/Language 1 
Technology
a
 2 
Note.  N = 33,  
a  One designated as Technology and Art, b  One designated as Lower School Science, c  One designated as Science and 
Math 
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Appendix G: Barriers to Implementation of Recommended Practices for Working 
With Transgender and Gender-Variant Youth 
 
In addition to the possible responses listed in Item 52, participants in the current study 
provided the following explanations of factors that caused them to have some 
reservations about, or be unwilling to implement, one or more of the recommended 
practices for working with transgender and gender-variant students:  
 
 
“Since this can be a controversial topic, I am concerned about excluding 
students or families who have differing belief systems, and/or getting 
‘push back’ from parents who do not want me instructing their children 
regarding gender issues.”  
 
 
“I would fear giving my opinion vs objective statements that may interfere 
with a family's beliefs.”  
 
 
“We have a younger age group (3-6 year olds) so not something we deal 
with often.” 
  
 
“I have completed training in this topic but as a lower school teacher in 
grades preK to 5 there seems to be less of a need for some of these 
practices. Students at a young age are concrete and many of these ideas are 
confusing to younger kids who think in black and white.” 
 
 
“I teach a language which is still grammatically very binary I explain this 
to my students and invite them to discuss it further with me individually 
should they feel inclined. However my content area does not allow for me 
to be lienant (sic) about the 2 gender format of the language.” 
 
 
“We are a faith-based school with a "don't ask, don't tell" policy as regards 
transgender students. The student is assigned all the rights and privileges 
of the school (Boys School or Girls School) that they apply to and are 
accepted to. So if a student comes to us identifying as a female she would 
be able to participate in all Girls' School sports. We would counsel a 
student that wished to transition genders during high school that our 
school may not be the best place for her/him.”  
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Appendix H: Recommended Reading 
 
 
For Educators and Clinicians 
 
A Guide to Gender: The Social Justice Advocate's Handbook (2
nd
 Edition) 
Sam Killermann 
ISBN 978-0989760249 
 
The Gender Creative Child: Pathways for Nurturing and Supporting 
Children Who Live Outside Gender Boxes 
Diane Ehrensaft, Ph.D. 
ISBN 978-1-61519-306-6 
 
The Transgender Child: A Handbook  for Families and Professionals 
Stephanie A. Brill and Rachel Pepper 
ISBN 978-1573443180 
 
The Transgender Teen: A Handbook for Parents and Professionals Supporting 
Transgender and Non-Binary Teens 
Stephanie Brill and Lisa Kenney 
ISBN 978-1-62778-174-9 
 
Transgender Explained  for Those Who Are Not 
Joanne Herman 
ISBN 978-1449029579 
 
Treating Transgender  Children and Adolescents: An Interdisciplinary Discussion 
Ed. Jack Drescher and William Byrne 
ISBN 978-0415634823 
 
 
 
 
For Parents 
 
Always My Child: A Parent’s Guide to Understanding Your Gay, Lesbian, 
Bisexual, Transgendered, or Questioning Son or Daughter 
Kevin Jennings and Pat Shapiro 
ISBN 978-0743226493 
 
Becoming Nicole: The Inspiring Story of Transgender Actor-Activist 
Nicole Maines and Her Extraordinary Family 
Amy Ellis Nutt 
ISBN 978-0812995435 
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Gender Born, Gender Made: Raising Healthy Gender-Nonconforming Children 
Diane Ehrensaft 
ISBN 978-1615190607 
 
Gender Neutral Parenting: Raising Kids with the Freedom to be Themselves 
Paige Lucas-Stannard 
ISBN 978-0615903521 
 
Helping Your Transgender Teen 
Irwin Krieger 
ISBN 978-0692012291 
 
Raising My Rainbow: Adventures in Raising A Fabulous, Gender Creative Son 
Lori Duron 
ISBN 978-0770437725 
 
Transitions of the Heart: Stories of Love, Struggle and Acceptance by Mothers of 
Transgender and Gender Variant Children 
Rachel Pepper 
ISBN 978-1573447881 
 
Two Spirits, One Heart: A Mother, Her Transgender Son, and Their 
Journey to Love and Acceptance 
Marsha Aizumi 
ISBN 978-1936833184 
 
 
 
 
For Elementary Students 
 
Fiction 
 
10,000 Dresses 
Written by Marcus Ewert 
Illustrations by Rex Ray 
ISBN 978-1583228500 
 
All I Want to Be is Me 
Phyllis Rothblatt 
ISBN 978-1452818252 
 
Annie’s Plaid Shirt 
Written by Stacy B. Davids 
Illustrated by Rachael Balsaitis 
ISBN 978-0692512456 
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From the Stars in the Sky to the Fish in the Sea 
Written by Kai Cheng Thom 
Illustrated by Wai-Yant Li 
ISBN 978-1551527093 
 
I Am Jazz 
Written by Jessica Herthel and Jazz Jennings 
Illustrated by Shelagh McNichols 
ISBN 978-0803741072 
 
Introducing Teddy: A Gentle Story About Gender and Friendship 
Written by Jessica Walton 
Illustrated by Dougal MacPherson 
ISBN 978-1681192109 
 
Jacob’s New Dress 
Written by Sarah and Ian Hoffman 
Illustrated by Chris Case 
ISBN 978-0807563731 
 
Julián Is a Mermaid 
Written and Illustrated by Jessica Love 
ISBN 978-0763690458 
 
Morris Micklewhite and the Tangerine Dress 
Written by Christine Baldacchino 
Illustrated by Isabelle Malenfant 
ISBN 978-1554983476 
 
My Princess Boy 
Written by Cheryl Kilodavis 
Illustrated by Suzanne DiSimone 
ISBN 978-1442429888 
 
Neither 
Written and Illustrated by Airlie Anderson 
ISBN 978-0316547697 
 
Oliver Button is a Sissy 
Written and Illustrated by Tomie dePaola 
ISBN 978-0156681407 
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Prinsesa: The Boy Who Dreamed of Being A Princess 
Written by Emmanuel  Romero 
Illustrated by Marconi Calindas 
ISBN 978-1493647231 
 
Pink Is for Boys  
Written by Robb Pearlman 
Illustrated by Eda Kaban 
ISBN 978-0762462476 
 
Red: A Crayon’s Story 
Written and Illustrated by Michael Hall 
ISBN 978-0062252074 
 
Roland Humphrey is Wearing a WHAT? 
Written by Eileen Kiernan-Johnson 
Illustrated by Katrina Revenaugh 
ISBN 978-0615666556 
 
The Sissy Duckling 
Written by Harvey Fierstein 
Illustrated by Henry Cole 
ISBN 978-1416903130 
 
Sparkle Boy 
Written by Leslea Newman 
Illustrated by Maria Mola 
ISBN 978-1620142851 
 
When Kayla Was Kyle 
Written by Amy Fabrikant 
Illustrated by Jennifer Levine 
ISBN 978-161286154 
 
 
Non-Fiction 
 
The Gender Identity Workbook for Kids: A Guide to Exploring Who You Are 
Kelly Storck, LCSW 
ISBN 978-1684030309 
 
Jamie Is Jamie: A Book About Being Yourself and Playing Your Way 
Afsaneh Moradian 
ISBN 978-1631981395 
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Phoenix Goes to School: A Story to Support Transgender 
and Gender Diverse Children 
Written by Michelle and Phoenix Finch 
Illustrated by Sharon Davey 
ISBN 978-1785928215 
 
 
 
 
For Teens and Young Adults 
 
Fiction 
 
Beautiful Music for Ugly Children 
Kristin Cronn-Mills 
ISBN 978-0738732510 
 
Being Emily 
Rachel Gold 
ISBN 978-1594935985 
 
Luna 
Julie Ann Peters 
ISBN 978-0316011273 
 
I Am J 
Cris Beam 
ISBN 978-0316053600 
 
Parrotfish 
Ellen Wittlinger 
ISBN 978-1442406216 
 
 
Non-Fiction 
 
Being Jazz: My Life as a (Transgender) Teen 
Jazz Jennings 
ISBN 978-0399554674 
 
Beyond Magenta: Transgender Teens Speak Out 
Susan Kuklin 
ISBN 978-0763656119 
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GLBTQ: The Survival Guide for Gay, Lesbian, Bisexual, 
Transgender, and Questioning Teens 
Kelly Huegel 
ISBN 978-1575423630 
 
The Gender Quest Workbook: A Guide for Teens and 
Young Adults Exploring Gender Identity 
Rylan Jay Testa, PhD 
ISBN 978-1626252974 
 
Queer: The Ultimate LGBT Guide for Teens 
Kathy Belge & Marke Bieschke 
ISBN 978-0981973340 
 
Trans Bodies, Trans Selves: A Resource for the Transgender Community 
Laura Erickson-Schroth 
ISBN 978-0199325351 
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Appendix I: Local & National Resources 
 
Nationwide  
 
American Psychological Association  
www.apa.org.pi/lgbt  
 
Gay, Lesbian and Straight Education Network  
www.glsen.org  
 
Gender Education and Advocacy 
www.gender.org  
 
Gender Spectrum  
www.genderspectrum.com  
 
National Coalition for GLBT Youth  
www.outproud.org  
 
Parents & Friends of Lesbians and Gays/Transgender Network (TNET) 
www.pflag.org/transgender  
 
TransYouth Family Allies  
www.imatyfa.org  
 
The Trevor Project (Suicide Prevention)  
www.thetrevorproject.org  
 
World Professional Association for Transgender Health (WPATH)  
www.wpath.org  
 
Local  
 
Main Line Youth Alliance 
www.myaonline.org 
 
PRYSM Youth Center of Delaware County 
www.prysmyouthcenter.org 
 
William Way Community Center for the GLBT Communities of Philadelphia 
www.waygay.com  
 
Youth Advocacy and Rights Project (YARP) at The Mazzoni Center of Philadelphia  
www.mazonicenter.com 
